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A COMPARISON OF THE PERCEPTIONS OF THE CHARACTERISTICS
OF SECONDARY TEACHERS BY BLACK AND WHITE
SECONDARY SCHOOL STUDENTS IN AN
URBAN SCHOOL DISTRICT

Chapter 1
The Problem
Statement of the Problem
Efforts of teachers to develop satisfactory relationships
with their students, and to create a classroom atmosphere conducive
to learning are often unsuccessful.

The results of this failure are

evidenced in decreased student academic achievement, increased
student behavioral problems, and a high degree of emotional stress
for administrators, teachers, and students.

Secondary-school

teachers often acknowledge a particular difficulty in establishing
and maintaining pleasant and satisfactory classroom environments
for intermediate-age students.

Many teachers contend that this

difficulty is magnified if their intermediate-school classes include
a large percentage of black students.
This study investigated the possibility that teachers may
fail in their efforts to work with these groups because intermediateage and black students tend to perceive as important different
teacher behaviors and characteristics from their senior-high-schoolage and white counterparts.

If significantly different perceptions

of teachers are held by racial and age groups of students, administra
tive decisions at nearly every level of school planning should take
into account these differences.
Need for the Study
Ryans (1960) contended that both professional educators and

the lay public generally agree that the success of an educational
program is determined in part by the teachers involved in that pro
gram.

It would be expected, therefore, that teacher competence

would be a topic of intense study.

Biddle (in Biddle & Ellena,

1964) stated that by 1960 the literature on teacher competence
included thousands of studies dealing with characteristics of
teachers and other related issues.

Why, then, he asks, is so little

known about the effectiveness of teaching?
Biddle (in Biddle & Ellena, 1964) suggested that the
primary problem is that teacher competence has not been defined or
measured.

Definition and measurement are difficult because the

perceptions of teacher competence, or even teacher characteristics
or behaviors, may vary according to the needs and attitudes of the
perceiver.

Freedman, Carlsmith, and Sears (1974) are among the many

researchers who have stated that at times perceptions of other
persons is influenced as much by what the rater is like as by what
the person being rated is like.

Brown (1964) defined this per

ceptual discrimination as one's ability to sort out individuals
according to some important criterion, noting general differences
between persons along certain dimensions characteristic of the per
ceiver.

He suggested that perceptual discrimination is a particularly

complex task when evaluating quality of teaching.

Kerlinger and

Pedhazure (1968) found that traits identified for effective teachers
were based on the attitude of the judge, and Tetenbaum (1975) con
tended that the evaluation of teachers by students would depend at
least in part on "the extent to which teacher behaviors were

congruent, dissonant, or irrelevant to student needs [ p. 418 ]."
Behavior is affected by perception (Combs & Snygg, 1959).
Thus, student performance is in part a function of the interaction
of student needs and teacher behaviors.

Hunt (1974) developed a

"matching model" for coordinating teacher methods with student needs
and characteristics.

Rich and Bush (1978) tested this model by

hypothesizing that students in congruent environments would out
perform their counterparts in incongruent environments. Congruent
and incongruent groups were established by pairing teachers with
direct and indirect styles with students of high and low socialemotional development.

Rich and Bush concluded that their findings

suggested "an educational research commitment to search for the
'effective teacher' regardless of context and type of student out
come appears to be an exercise in futility [ p. 456 ]."
Scott (1978) supported these findings.

Anderson and

They concluded a study of

the relationships among teacher methods and student characteristics
by stating "different students tend to benefit differently from
different teaching methods [ behaviors ].

If relevant characteristics

of entering students are known, teachers can match the teaching
methods to particular types of learners [ p. 56 ]."
The purpose of this study was to determine whether secondary
students differ on the perceived importance of teacher warmth,
organization, and stimulation according to the grade level and race
of the student.

Findings generated in this study could be useful to

school personnel administrators in decisions regarding the employment
and placement of teachers.

Principals could use the findings in

assigning teachers to particular classes, and in developing programs
to make teachers more aware of student needs and attitudes.

In

summary, this study was an attempt to provide some information to
increase the rationality in decision making regarding teacher place
ment, assignment, and staff development.
General Hypotheses
The general hypotheses of this study are senior-high-schoolstudents perceive the dimensions of teacher organization and
stimulation as important significantly more often than intermediate
students, who more often perceive teacher warmth as important.

Also,

white students perceive teacher organization and stimulation as
important significantly more often than black students, who more
often perceive teacher warmth as important.
Definition of Terms
For the purposes of this study, the following definitions
apply.
Discriminating Power
The discriminating power of a perceived behavior or
characteristic is obtained by subtracting the summed rating of the
"good" teachers from the summed rating of the "bad" teachers.

The

differences between the two sets of ratings px'ovide an index of
how strong the behavior or characteristic is for the student who
perceived it.

Thus, the Discriminant Perception Repertory Test

(DPRT) (Appendix A) provides data not only on the number of times a
characteristic is perceived, but also on the strength and intensity
of these perceptions as well.
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Perception
It is the differentiations an individual is able to make in
his perceptual field that determine the nature of his per
ceptions— both the direct perceptions of concrete events
apprehended through our sense organs and the perceptions
of complex events understood only through the medium of
abstract thought. . . .

In this [ study ] the word

perception is used to refer to any differentiations the
individual is capable of making in his perceptual field
whether an objectively observable stimulus is present or
not [ Combs & Snygg, 1959, p. 30 ].
Warmth, Organization, and
Stimulation (Ryans,
1960)
Warmth. Warmth, as identified by Ryans, describes secondary
school teachers in terms of behaviors and characteristics which can
be categorized according to the following bipolar pairs of descriptive
adjectives in the quoted examples:
Restricted— understanding . . .
1.

Unsympathetic with a pupil's failure at a task.

2.

Called attention only to very good or poor work.

3.

Was impatient with a pupil.

4.

Was tolerant of error on part of pupil.

5.

Showed awareness of a pupil's personal emotional problems

and needs.
Harsh— kindly . . .

1. Hypercritical; fault-finding.
2. Was sarcastic.
3. Lost temper, used threats.
4.

Went out of way to be friendly or to help pupils.

5.

Seemed to show sincere concern for a pupil's personal

problems.
Partial— fair . . .
1. Corrected or criticized pupils repeatedly.
2. Gave most attention to one or a few pupils.
3.

Showed prejudice toward some social, racial, or religious

groups.
4. Treated all pupils approximately equally.
5. Based criticism or praise on factual evidence, not
hearsay.
Aloof— responsive . . .
1. Stiff and formal in relations with pupils.
2.

Routine and subject matter only concern; pupils as

persons ignored.
3. Participated in class activity.
4. Spoke to pupils as equals.
5. Gave encouragement [ pp. 87-88 ].
Organization. Organization, as identified by Ryans to
describe secondary school teachers, includes teacher behaviors and
characteristics which can be categorized according to the following
examples of pairs of descriptive adjectives:
Evading— responsible . . .

1.

Avoided responsibility; disinclined to make decisions.

2.

Let a difficult situation get out of control.

3.

No insistence on either individual or group standards.

4.

Gave definite directions.

5.

Thorough.

Disorganized— systematic . . .
1.

Unprepared.

2.

Wasted time.

3.

Explanations not to the point.

4.

Evidence of a planned though flexible procedure.

5.

Systematic about procedure of class.

6.

Provided reasonable explanations [ pp. 90-91 ].

Stimulation. Stimulation, as identified by Ryans to describe
secondary school teachers, includes teacher behaviors and character
istics which can be categorized according to the following examples of
pairs of descriptive adjectives:
Dull— stimulating . . .
1.

Assignments provided little or no motivation.

2.

Highly interesting presentation.

3. Enthusiastic; animated.
4. Assignments challenging.
Stereotyped— original . . .
1.

Would not depart from procedure to take advantage of a

relevant question or situation.
2. Presentation seemed unimaginative.
3. Used what seemed to be original and relatively unique

devices to aid instruction.
4.

Resourceful in answering question; had many pertinent

illustrations available.
Narrow— broad . . .
1.

Presentation strongly suggested limited background in

subject or material; lack of scholarship.
2.

Answers to pupils' questions incomplete or inaccurate.

3.

Showed evidence of broad cultural background in science,

art, literature, history, etc.
4.

Was constructively critical in approach to subject

matter [ pp. 89; 92 ].
Warmth, Organization, and
Stimulation
Warmth. Warmth, as identified in this study, included the
following behaviors:
1.

Partial— fair

a.

prejudiced/not prejudiced (vergule indicates bipolar

behavior throughout balance of text)
b . fair (grading, tests, punishment)
c . plays favorites.
2.

Res tricted— unders tanding

a.

respects students/does not respect students

b . gets students in trouble/
c . patient/
d.

allows for make-up work/

e . understanding/
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f.

stays after school to help students/

g.

lets students leave room/

h.

sensitive/

i.

likes kids/.

3.

Harsh— kindly

a.

mean/nice

b.

yells, curses/

c.

sense of humor/

d.

easy to get along with/

e.

good/bad personality

f.

hits students/

g.

too strict/

h.

fusses, mad, bad temper/

i.

makes jokes, funny/

j . rude/
k.

cheerful/

1.

friendly/

m.

embarrasses students/.

4.

Aloof— responsive

a.

talks to students/does not talk to students

b.

listens to students/

c.

takes time with students/

d.

cares/

e.

helpful (personal problems)/

f.

communicates/

g.

gets involved/

h.

associates with students/

i.

admits mistakes/

j.

answers questions/.

Organization.
1.

Evading— responsible

a.

controls class/does not control class

b.

helps students with work/

c.

makes sure students understand/

d.

tries to teach/

e.

starts class on time, stays in room/

f.

teaches something/

g.

works hard/

h.

reviews/

i.

wastes time/

j.

sleeps in class/

k.

allows students to cheat/

1.

plays around too much/

m.

takes work seriously/

n.

makes students work/.

2.

Disorganized— systematic

a.

explains material/does not explain material

b.

knows what he is doing/

c.

organized/

d.

prepared/

e.

plans well/

f.

gives enough time for assigned work/

g.

is understandable, clear/

h.

gives examples/

i.

confusing/

j.

easily distracted/.

Stimulation.
1.

Dull— stimulating

a.

interesting/boring

b . talks too much/
c.

homework (too much, too little, enough)/

d.

tests (not enough, too many, enough)/

e . demanding/
f. challenging/
g.

too much work/

h.

makes you want to learn/

i.

enthusiastic/

j. gives busy work/
k.

too hard/

1.

motivates/

m.

just gives work/.

2.

Stereotyped— original

a.

makes learning fun/does not make learning fun

b.

gives important, relevant work/

c.

varies instructional techniques/

d.

just lectures, gives notes/

e.

films, field trips/

f.

good discussions/
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g.

provides worksheets/

h.

just uses book, goes by book/

i.

creative learning experiences/.

3.

Narrow— broad

a.

intelligent/not intelligent

b.

knows subject/

c.

knows what talking about/.
Limitations

The sample was limited to ninth- and twelfth-grade students
to maximize the differences in age groups, yet to ensure that students'
selections of "best" and "worst" teachers would be made from a
population of at least 12 secondary teachers.

It was difficult to

judge the reliability and validity of the research instrument
(Discriminant Perception Repertory Test) used in this study.
Because all data were initiated by the subjects, themselves, content
validity, although difficult to assess, seemed assured.

A reliability

coefficient of + .78 had been calculated in a 1-week test-retest cycle
in a previous study by Brown (1964) using adult subjects.

A 2-week

test-retest Pearson Product-Moment correlation of +.95 for warmth,
+ .91 for organization, and+ .86 for stimulation was obtained in a
small preliminary sample of students in the urban school district
which was the setting of this study.

Yet, because of the very nature

of the instrument, it is expected to produce changed perceptions as
one becomes aware of one's own personal constructs.

Thus, high

reliability coefficients in a test-retest cycle may be irrelevant.

Chapter 2
Relevant Literature and Related Research
Related Theory
Perception
Combs and Snygg (1959) revealed the critical importance of
perception in stating that "behavior is a function of perception
[ p. 82 ]."

They contended that people do not behave solely because

of the external forces to which they are exposed, but behave as they
do in consequence of how things seem to them.

"What governs behavior

from the point of view of the individual himself are his unique per
ceptions of himself, and the world in which he lives, and the mean
ings things have for him [ p. 16 ]."

They argued that individuals

strive to search for greater feelings of adequacy.

"Out of all the

things we might perceive, we perceive what is meaningful to us and
what helps us to maintain the organizations of our phenomenal field,
and to satisfy our fundamental need [ p. 54 ]."

Thus, the percep

tions one holds about himself determine the meaning of one’s
experiences.

The more closely related an experience is perceived to

the phenomental self, the greater will be its effect upon behavior.
"People can behave therefore only in terms of what seems to them to
be so [p. 5 ]," and what seems to be so varies according to the needs
and attitudes of the perceiver,
Freedman et al. (1974) suggested that at times perception
of other persons reveals nearly as much about the perceiver as
14
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about the one being perceived, and Brown (1964) noted that general
differences are perceived between persons according to dimensions
characteristic of the perceiver.

Dornbusch, Hastorf, Richardson,

Muzzy, and Vreeland (1965) found this tendency to organize perceptions
of others along different dimensions.

They studied children at a

camp who were asked to describe the other children at the camp in
their own words.

These descriptions were analyzed in terms of the

child described and the characteristics each child used in making his
descriptions.

It was found that there was no agreement among the

descriptions of any particular child, but it was also found that each
child tended to notice or use the same types of characteristics, no
matter whom he was describing.

They concluded that impressions are

formed of those with whom one comes in contact in terms of the
characteristics one considers important.
Combs and Snygg (1959) reviewed many studies which indicated
differences in perception according to individual needs.
by Weingarten (1949) deserves particular attention.

A study

She investigated

the evaluation of other people by trained clinical psychologists.

It

was found that the clinicians saw more problems in their clients in
those areas of life in which they themselves had problems.

Even when

the psychologists were told what the experiment was designed to
reveal, they continued to perceive in their patients the problems
they wrestled with themselves.
Kerlinger and Pedhazure (1968) investigated the hypothesis
that the perception of the traits of effective teachers by other
teachers would vary according to some attitude of the rater.

They
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found that the Identified traits did vary with the attitudes of the
raters according to their beliefs in traditional versus progressive
educational practices.
Brown (1975) noted that principals evaluated teachers as much
on their ability and willingness to work with other staff members and
the principal himself as on teaching technology.

"Administrators,

in short, project their own needs and concerns into their perceptions
of staff [ p . 9 ]."
Tetenbaum (1975) investigated the hypothesis that perceptions
of teachers by students would also be determined in part by the needs
or attitudes of the students.

She administered an abbreviated

version of the Personality Research Form to 400 graduate students in
New York City.

Factor analysis of their responses revealed four

student orientations— cognitive structure, endurance, affiliation,
and aggression.

Then, 12 vignettes of teacher behaviors in classroom

situations were developed.

These vignettes illustrated each of the

four teacher behaviors in keeping

with the revealed orientations.

Each student commented on the vignettes.

Factor analysis of the

responses and the students’ personality orientations revealed that,
although overlapping was apparent, specific student needs were
related to their ratings of specific teachers.
Hamachek (1971) concluded his review of research findings
dealing with instructional methods and personal characteristics of
teachers by stating:
In sum, what is important for one student may not be
important to another.

The choice of instructional methods
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makes a big difference for certain kinds of pupils, and a
search for the "best"

way to motivate

can succeed onlywhen

student variables are

taken into account [ p. 213 ].

It seems clear from this review of the nature of perception and some
research dealing with it that individuals perceive other individuals
differently, according to dimensions of characteristics or behaviors
which

are deemed important by the perceiver. It seems equally

that students’ perceptions of
general rule.

clear

teachers are no exception to this

What is now needed for the purposes of this study are

reliable categories of teacher characteristics or behaviors to be
used to compare the perceptions of teachers by different student
groups, and evidence gathered from previous research that differences
in perception may be predicted according to the racial and age group
of the student.
Review of Related Literature
Categories of Teacher
Behavior
A research undertaking which identified categories or
dimensions of teacher characteristics and behaviors was led by
Ryans (1960).

This "Teacher Characteristic Study" was a project

of the American Council on Education.

Ryans and his associates

carried out nearly 100 separate studies involving 6,000 teachers in
1,700 schools during a 6-year period.
objectives.
1.

The study pursued three

They were as follows;
The identification and analysis of some of the patterns

of classroom behavior, attitudes, viewpoints, and qualities which
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characterize teachers.
2.

The development of an instrument suitable for the

estimation of certain patterns of classroom behavior and personal
qualities of teachers.
3.

The comparison of characteristics of various groups of

teachers.
Ryans (1960) outlined the most important tasks in the general
procedure of the study as developing instruments to record assess
ments of teacher behavior in the classroom, and determining the
reliability of observational methods to increase the reliability of
assessments. These tasks involved intensive review of previous
research to produce standardized observational procedures, and
employing trained observers who would notice "critical incidents" in
the classroom.

Critical incidents were defined as any observable

teacher behaviors or acts which seemed to make the difference between
success or failure in a specified teaching situation.

Experienced

educators were asked to identify effective and ineffective teachers,
and cite one behavior or characteristic which caused the rating.
Comparisons of these traits with the observed critical incidents
resulted in a compilation of over 500 characteristics or behaviors
in specific situations.

These 500 critical incidents were factor

analyzed to 25 behaviors ascribed to effective or ineffective
teachers.
Ryans (1960) and his associates reviewed the literature on
the organization of human personality and traits hypothesized to be
desirable for teachers.

Reports of classroom observations on the
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critical incidents in the classroom were assembled.

They assessed

large numbers of teachers on those dimensions and performed statisti
cal analysis of teacher behavior assessments.

The data revealed

three major clusters of observable teacher characteristics or
behaviors.

These three clusters or dimensions can be classified as

"warmth" (pattern X), "organization" (pattern Y), and "stimulation"
(pattern Z). Pattern X is a major bipolar family of teacher
behaviors defined by understanding, friendly behavior at one end of
the continuum, and by aloof, egocentric, restricted behavior at the
other.

Pattern Y is definable as a continuum extending between the

extremes of responsible, business-like, systematic classroom behavior,
and evading, unplanned, slip-shod behavior.

Pattern Z may be defined

as stimulating, imaginative, and interesting teacher behavior, vs.
dull, routine teacher classroom behavior.
Haslett (1976) also studied teacher characteristics and
behaviors.

She stated the aim of her study to determine "whether

certain types of students view good teachers in ways that differ from
the perspectives of other students [ p. 5 ]."

The study attempted

to characterize the general dimensions that underlie student assess
ment of teacher behaviors.
A total of 670 high school students and 200 college students
comprised the sample.

Each student was asked to write an essay

describing his best and worst teacher.

The descriptive adjectives

revealed in the essays were then used to construct 41 semantic
differential bipolar scales to determine the characteristics of a
"good" teacher.

The results were factor analyzed to assess the
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general judgmental decisions which students in the sample used in
evaluating teachers.

Multivariate analysis of variance tested for

significant differences in student scores across the scale items as
a function of the sex and educational experience of the students.
Factor analysis revealed four factors accounting for 41% of
the total variance for high school students and five factors which
accounted for 43% of the total variance for college students.

Of

the explained variance, student-teacher rapport was most often
mentioned by both groups (54% for high-school students and 50% for
college students). Communicative and instructional styles were next
in order of preference (20% and 14% for high-school students, 13% and
15% for college students). Stimulation was also mentioned by both
groups (12% for both high-school students and college students).
The fifth category of personalization was identified by college
students and it accounted for 10% of the explained variance.
Hamachek (1971) cited a study by Hart (1934) in which 3,725
high school seniors were asked to give reasons for their selections
of best-liked teachers and least-liked teachers.

Responses indicated

43 different reasons for liking a teacher and 30 different reasons
for disliking a teacher.
The four most frequently mentioned reasons for liking the
best teachers were as follows:
1.

Is helpful, explains lessons and assignments clearly and

thoroughly, and uses examples in teaching (51%).
2.

Cheerful, happy, good-natured, jolly, has sense of humor,

and can take a joke (40%).
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3. Human, friendly, companionable, "one of us" (30%).
4. Interested in and understands pupils (26%).
The four most frequently mentioned reasons for disliking
the worst teachers were as follows:
1. Too cross, crabby, grouchy, never smiles, nagging,
sarcastic, loses temper (50%).
2. Not helpful with schoolwork, does not explain lessons
and assignments, not clear, work not planned (30%).
3. Partial, has "pets" (20%).
4. Superior, aloof, does not know you out of class (20%)
[ pp. 195-196 ].
Gage (1972) reviewed numerous research findings to select
categories of teacher behaviors and characteristics x^hich might serve
as reliable bases for empirical research on teacher effectiveness.
He developed a series of operational definitions of teacher behaviors.
These definitions were drawn from various research procedures and
measuring instruments.

He then presented evidence to support the

contention that these behaviors are desirable for teachers.

The

four behaviors or characteristics which he identified as having a
basis in empirical research were warmth, indirectness, cognitive
organization, and enthusiasm.

For the purposes of this study, Gage's

analysis of the research on warmth, cognitive organization, and
enthusiasm is outlined.
Warmth
Gage (1972) analyzed the responses of teachers to the
Minnesota Teacher Attitude Inventory (MTAI) on items which reflected
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warm, accepting teacher attitudes.

He then cited studies by Gage,

Leavitt, and Stone (1957) and Sheldon, Coale, and Copple (1959) which
demonstrated a high correlation between the MTAI and the California F
scale.

Also included in his analysis of teacher warmth were references

to the Teacher Characteristics Study conducted by Ryans (1960).
Gage (1972) found that certain patterns of teacher responses
(demonstrating warmth) on the MTAI and F scale, and in Ryans’ (1960)
study correlated positively with favorable assessments of the teacher
by students and trained observers, and with student scores on standard
ized tests.

A study by Yee (1967) was cited by Gage which showed a

positive correlation between favorable ratings of teachers by pupils
and their scores on the MTAI.

He stated that warmth as identified and

defined by Ryans correlated positively with observer’s rating of
teachers.

A study by McGee (1955), also cited by Gage, found teacher

scores on the California F scale to correlate highly with previous
ratings of teachers by trained observers on their apparent ability to
communicate "warmth" to their students.

Gage concluded:

[A] substantial body of evidence supports two conclusions:
1.

Teachers differ reliably from one another on a series of

measuring instruments that seem to have a great deal in
common.

2.

These reliable individual differences among

teachers are fairly consistently related to various desirable
things about teachers [ p . 35 ].
Although he cautioned that no single term is adequate to characterize
this first dimension of teacher behavior, he nevertheless used the
term "warmth."

Cognitive Organization
Gage (1972) used the term "cognitive organization" to describe
another dimension of teacher behavior.

He reviewed studies by Orleans

(1952), Meux and Smith (1961), Ausubel (1963), Bruner (1966), Gagne
(1965), and Glaser and Reynolds (1964) which focus on "the kind of
behavior that reflects the teacher's intellectual grasp or cognitive
organization of what he is trying to teach [ p. 37 ]."

He summarized

these studies as suggesting "if curricular material should exhibit a
valid cognitive organization, so should the behavior of the teacher
[ p. 38 ]."
Enthusiasm
A term used by Ryans (1960) to characterize the dimension of
"stimulating" teacher behavior is "enthusiasm."

Gage (1972) also

identified this characteristic but as a separate dimension.

He

reviewed studies by Rosenshine (1970), Coats and Smidchens (1966), and
Mastin (1963).
manipulated.

Rosenshine analyzed studies in which enthusiasm was
In other correlational studies enthusiasm was analyzed

as it related to student achievement and ratings of teachers by stu
dents of lessons presented by enthusiastic and unenthusiastic teachers.
Mastin compared students' achievement when topics were presented in an
enthusiastic or indifferent manner.

Gage summarized the data gener

ated by these studies as being "remarkably consistent in supporting
the desirability of teacher enthusiasm [ p. 38
Other studies have attempted to identify major dimensions of
teacher behavior.

The following researchers have identified the

general dimensions of teacher behavior to be used in this study.
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Smalzreid and Rommers (1943) concluded that an empathy trait and a
professional maturity trait were the most important factors in teach
ing.

Barr (1948) concluded that three traits contributed to teacher

efficiency— character and personality traits, desired competencies,
and behavioral controls.

He summarized these traits as personal

fitness for teaching and instructional skills.

Symonds (1955) identi

fied three factors that seemed to characterize effective teachers as
rated by junior-high-school students.

Teachers rated highly were

observed to be warm, have well-integrated, organized personalities,
and be personally secure and challenging to students.

Metzner (1970)

cited the three categories of teacher performance as treating students
fairly, teaching efficiently, and making learning interesting.
McKeachie, Lin, and Mann (1971) found that certain college students
had a stronger need for affiliation with teachers, while others seemed
to demand other teacher qualities such as more structure.

Because of

the importance of these two dimensions of student needs, the study
suggested that it is difficult for teachers to be effective with all
students.

Buser, Stuck, and Casey (1974) found high-school teachers

to be rated most effective if they possessed and generated warmth and
knowledge of subject.
It appears evident from similar research findings that certain
dimensions of teacher behaviors and characteristics have been identi
fied as categories which might serve as reliable means of comparing
student perceptions of teachers.

The three dimensions of teacher

behavior which appear to be most often cited either directly or indi
rectly are those identified by Ryans (1960).

Therefore, the categories
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of teacher warmth, organization, and stimulation were used in this
study.
Perception of Teachers by Black
and White Students
Do students of different racial groups identify as important
different teacher characteristics?

The Coleman Report, "Equality of

Educational Opportunity" (1966), stated that only a small part of
school-to-school variance in pupil achievement was due to school
factors.

The report continued by stating, however, that character

istics of teachers account for more variance than any other school
factor, and more for minority than majority students.
Many writers have commented on the factors of race, class, or
socioeconomic groups on teacher-student relationships.

Yee (1968)

urged the need for further research to explore "the possible personal
ity and pedagogical variables that can ascertain what teachers are
more favorably suited to teach disadvantaged pupils [ p. 342 ]."
Bowles and Levin (1968) found teacher characteristics to be more
important for culturally deprived children.

They found teacher charac

teristics to be significantly related to verbal achievement of twelfthgrade black students even when social class background features were
held constant.

Della-Piana and Gage (1955) found lower class students

valued and wanted in teachers the characteristic of warmth rather than
instructional skills.

Hamachek (1971) described the Della-Piana study

as finding:
[S]ome pupils are more concerned about feelings and personal
relationships, while others are mainly achievement oriented.

26
Classes made up mostly of students of the first type tend to
accept the teacher whom they like and reject the teacher whom
they dislike on personal grounds. Classes composed of stu
dents of the second type pay less attention to teacher warmth
in estimating their acceptance or rejection of certain
teachers [ p. 210 ].
Heath (1971) and St. John (1971) conducted studies which dealt
directly with a comparison of black and white students' perceptions of
teachers. Heath examined the frequently heard complaint of highschool students, particularly minority students, that some teachers
cannot relate to them.

He paid 100 high-school volunteers to observe

videotapes of white teacher interns teaching a 7-minute unit on black
power: 50 of the students were black, 50 were white.

The black stu

dents attended an integrated school which had recently experienced
racial problems.

The white students were from a predominately white

suburban school in an adjacent school system.
The two groups rated the teachers on a scale dealing with
ability to relate to the teacher, and a scale dealing with the
teacher's style of teaching.

The correlations of rating of the racial

groups were negative on the ability to relate, and on three of the
seven characteristics of teaching style.

Analysis of variance for

interaction between teacher and race of students was significant at
the .01 level.
Heath (1971) concluded that the ability of teachers to relate
to students is likely to vary as a function of the ethnic background
of the group.

He also stated, "characteristics of teaching style

27
contribute to the ability-to-relate differently in student groups of
differing ethnic backgrounds [ p. 9 ]."
St. John (1971) rated 36 white teachers of interracial sixthgrade classrooms on pupil's academic growth and self-concept, and the
interracial friendship of students.

The study was part of a larger

investigation of achievement and attitudes of children in interracial
sixth-grade classes in a northern city: 500 white students, 400 black
students, and 50 students of other ethnic backgrounds took part in the
study.

The classrooms and schools were randomly selected.

Teachers

in the 36 classes were observed for 1-week by one rater and 1-week by
another rater.

At the completion of the 2-week period, both raters

wrote summary comments on the teacher's behaviors and policies.
Agreement of observers was fairly high Or = .68) . Interviews with
other teachers and parents verified the reliability of the ratings.
The teachers were graded on a scale of 1 to 5 on 13 of Ryans'
(1960) bipolar behavior patterns.

Factor analysis divided the

responses into three dimensions— "child oriented," "task oriented,"
and "fair."

The measured dependent variables were four measures of

academic growth and four measures of student attitudes.

Relationships

between the characteristics of the teachers and outcomes for pupils
were analyzed by zero order correlations, analysis of variance, and
multiple regression analysis.

Multiple regression analysis using fall

reading scores as independent variables, and spring reading scores as
dependent variables showed black pupils made significantly greater
gains in reading under child-oriented teachers, but white children did
best under teachers labeled task oriented (jd < .01) . Pupil conduct
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for black students was also significantly related to pupil-oriented
teacher characteristics.
The St. John (1971) study is not conclusive, however.

The

sample was small, many differences by race were not statistically
significant, and those differences which were significant accounted
for a very small fraction of the overall variance.
The results of the studies which have been cited point to the
need for additional research.

Some studies compare black and white

students, others compare advantaged and disadvantaged students, and
others compare inner city and suburban students.

It is, therefore,

difficult to compare with precision the findings of one study with
those of another.
Perception of Teachers by
Students of Different
Age Groups
The contention that the age and grade level of students is an
important determinant of perceptions of teachers has been both con
firmed and denied by research findings.

Buser et al. (1974) found no

differences between the perceptions of teachers by junior and senior
high school students.

Beck (1967), however, concluded that meritorious

characteristics in teachers differ from level to level.

He measured

sixth-grade students' perceptions of teacher merit and effectiveness.
Factor analysis indicated that teacher warmth was the most important
perceived characteristic.
perceptions of teachers.

Beck also measured high-school students'
Teacher warmth was not found to be signifi

cantly important for those students.
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Tolor (1973) asked 700 students, nearly 100 parents, and
faculty members and administrators at a private church-related
secondary-school to name the four most effective and four least
effective teachers at their school.

He found generally that the

administrators and faculty agreed most, parents and faculty agreed
least, and students' perceptions were unrelated to any of the other
groups.

He found, however, that students' judgments differed accord

ing to their grade level.

Chi-square analysis of judgments by sopho

mores, juniors, and seniors revealed differences by grade level
significant at the .01 level.

He stated:

[T]he evidence is quite convincing in support of the conclusion
that class level significantly modifies the perception of
teacher adequacy [ p. 102 ].

Since student class level . . . was significantly related to
perceived teacher performance, it is suggested that there may
be several competence levels for each teacher depending not
only on teaching context, but also on characteristics of the
rater [ p. 104 ].
Hamachek (1971) reviewed numerous studies in which students
described their teachers.

He concluded:

[H]igh school students more frequently picked characteristics
bearing on teaching ability, whereas younger children singled
out interesting projects introduced by the teacher.

At all

ages children valued highly the teacher who was enthusiastic,
sensitive, and understanding. [ p. 196 ].
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Ryans (1960) made the most direct reference to the effects of
age on students' perception of teacher characteristics.

Based on his

research he stated:
[I]t appears possible that as the picture shifts from elemen
tary school through high school, pattern X behaviors (warmth)
take on progressively less importance, and characteristics
similar to patterns Y and Z (organization and stimulation)
attain greater significance [ p. 109 ].
Summary
What individuals perceive in others is in part determined by
their own needs and attitudes.

Research supports the contention that

students perceive teachers in different ways and according to dimen
sions characteristic of themselves.

Some studies suggest the possi

bility that different racial and age groups notice certain
characteristics and behaviors significantly more often than others.
This study was an effort to contribute to the body of information on
this topic.

Chapter 3
Methodology
Population and Selection of Sample
The population of the sample was drawn from an urban school
system that includes 11,643 secondary-school students.
61% are white, nearly 39% are black.

Approximately

The students are from a large

middle-class suburban area, an inner city area, a small rural area,
and a section of the city which contains a sizeable transit military
population.
There are eight secondary-schools in this district: four are
classified as intermediate schools consisting of eighth-and ninthgrades; four are senior-high schools consisting of tenth through
twelfth grades.
school.

Each intermediate school is paired with a high-

The racial composition of these schools ranges from a 78%

white, 22% black ratio at the intermediate and high-school at the
extreme northern end of the city, to a mean 55% white, 45% black
ratio for the other six secondary-schools.

The mean number of stu

dents at the intermediate-schools is 1,245 and the mean number of stu
dents at the high-schools is 1,670.
A random selection was made by race (black and white) and
grade level (ninth and twelfth) of 480 students from all of the
secondary-schools in the district.

Because 60 students were chosen

from each of the eight schools, 120 white ninth-graders, 120 black
ninth-graders, 120 white twelfth-graders, and 120 black-twelfth graders
31
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took part in the study.

Ninth-graders were chosen to represent

intermediate-school students in order that the selection of the three
best and worst teachers would be from a population of 12 rather than
6 teachers.

Students from the twelfth-grade were chosen to represent

the senior-high-school class so that the selection of best and worst
teachers would be from as large a population as possible, and to
maximize the age difference between the two groups.
Design of the Study
Each student in the sample was administered a simplified form
of the Personnel Decision Analysis (Appendix A) which is an edited
version of the Discriminant Perception Repertory Test developed by
Brown (1964).

The test required students to select their three best

and three worst teachers and to list characteristics or behaviors that
differentiated between the two groups.

The intensity of these per

ceptions was also analyzed by computation of a discriminating value
for each characteristic.
The test required between 30-minutes and 1-hour to complete.
Because of the length of time required to complete the test and the
short attention span of many adolescents who took the test, it was
given to small groups of students (maximum of 15) under close super
vision.

The selected sample of 60 students from each school was,

therefore, able to complete the test in 1-school-day.
The teacher behaviors and characteristics as perceived by the
subjects were categorized according to the three dimensions of teacher
behaviors identified by Ryans (1960) as warmth, organization, and
stimulation.

A second trained rater also categorized the responses
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for one intermediate-school and one high-school.

The Ryans study

contained a glossary of behaviors and characteristics for each cate
gory.

Therefore, the difficulty in agreement on assignment to cate

gories was minimized.

A total of 8,640 characteristics was assigned

to categories, and mean discriminating power values were computed for
each student.
Ins trumentation
Discriminant Perception
Repertory Test
Brown (1964) stated that he selected the name Discriminant
Perception Repertory Test, "because it tries to elicit a subject's
repertory of interpersonal perceptions in a form that permits their
discriminating power to be tested [ p. 231 ]."

As applied to this

research problem, the test required students first to identify the
three teachers considered to be the best and worst during the previous
2-years.

These six teachers were represented by the letters A, B, C

and X, Y, Z.

The subject was then instructed to compare three teachers

at a time and give one important way in which two of them differed
from the third.

Excluding the two combinations of A, B, C and X, Y, Z,

18 possible combinations existed.
given.

Thus, 18 characteristics were

A characteristic could be repeated as many times as it repre

sented the best differentiation of a set of teachers.

By assigning

numerical values of 4, 3, 2 or 1 to each characteristic for each
teacher, depending on the degree to which that teacher exhibited that
characteristic, it was possible to compute a discriminating value for
each characteristic by summing the A, B, C and X, Y, Z values and
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comparing the difference.
Reliability
It is expected, according to personal construct theory, that
an awareness of one's own personal constructs will have the effect of
changing them somewhat.

Thus, Brown (1964) stated that it is impos

sible to expect a high degree of reliability in the traditional
statistical method as it applies to an instrument such as the DPRT
which reveals one's repertory of interpersonal perceptions.

He did

state that when administered to adult subjects with no reasons or
explanations given, a 1-week test-retest reliability coefficient of
+ .78 was obtained.
A group of 23 ninth-grade students was randomly selected from
one intermediate-school and administered a simplified version of the
Personnel Decision Analysis (Appendix B) . They were again administered
the test 2-weeks later.

No reasons for the second test were given, and

the instructions for completing both tests were identical.

The responses

were categorized according to the dimensions of teacher warmth, organiza
tion, and stimulation.

Pearson Product-Moment correlations between

tests for each dimension were computed.

The relationship between tests

for warmth was + .9_5, organization + .91, and stimulation + .86.
Validity
In a paper presented to the Canadian Educational Researchers
Association in 1977, Brown stated "as all the data used for analysis
(in DPRT) is initiated by the subjects themselves, internal measures
of reliability and validity are not theoretically relevant [ p. 21 ]."
He contended, however, that the DPRT possesses construct and projective

validity.

The subject knows what he has

written even if the tester

does not.

The subject uses his own personal constructsand not those

of the test maker as is common with most questionnaires.

Freedman

et al. (1974) stressed that the validity of perceptions can only be
ensured by using one's own terms.

Thus, the DPRT has a high degree of

construct validity.
Brown (1977) also cited a high degree of projective or predic
tive validity in the instrument in two previous studies of school
administrators.

It was found that principals of known or perceived

leadership styles did perceive their teachers on the DPRT as was
expected by their supervisors.
The danger to construct validity in this research design is
that students' own words were categorized by raters according to the
terminology of someone else.

Many of the students had difficulty

expressing themselves clearly in written form and some used vague
slang expressions.

Thus, some difficulty was experienced in deciding

which dimension to place some student responses.
The dimensions of teacher behaviors identified by the Ryans
(1960) study were chosen because a glossary giving specific behaviors
was provided for each dimension.

The responses made by students in

this study were carefully analyzed and discussed with educators who
have taught and worked closely with teachers at the intermediate and
senior high school levels.

Also, the dimensions of warmth, organiza

tion, and stimulation have been, in part, defined in this study as
including the 84 most frequently mentioned student responses.
Neither the Ryans glossary nor the definition of terms of the
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most frequently made responses, however, accounted for all of the
8,640 responses made by students.

It was necessary for another rater

to categorize the responses of some of the students to determine the
reliability of placement.
ized by two raters.

A fourth of the total sample was categor

A high-school and an intermediate-school were

used for this purpose.
Rater A is the researcher of this study.

Rater B has had 5-

years of experience at the intermediate-and high-school levels.

The

placement of student responses into dimensions of teacher behavior is
presented in Table 1.

The Pearson Product-Moroent correlation between

the two ratings is + .9984. This high interobserver reliability
coefficient assures a high degree of construct validity.
Specific Hypotheses
Hypothesis 1
Ninth-grade black students perceive teacher warmth as impor
tant significantly more often than ninth-grade white students.
Hypothesis 2
Ninth-grade white students perceive teacher organization as
important significantly more often than ninth-grade black students.
Hypothesis 3
Ninth-grade white students perceive teacher stimulation as
important significantly more often than ninth-grade black students.
Hypothesis 4
Twelfth-grade black students perceive teacher warmth as impor
tant significantly more often than twelfth-grade white students.
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Table 1
Comparison of Categorization of Student
Responses by Two Raters

School

Rater A

Rater B

Difference

Intermediate school A

Ninth grade whites
Warmth

198

198

Organization

215

215

Stimulation

127

127

Warmth

310

314

- 4

Organization

125

118

+ 7

Stimulation

105

108

- 3

Ninth grade blacks

High school A

Twelfth grade whites
Warmth

155

161

- 6

Organization

239

234

+ 5

Stimulation

146

145

+ 1

Warmth

228

229

- 1

Organization

201

202

- 1

Twelfth grade blacks
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Table 1— Continued

School

Stimulation

Rater A

Rater B

111

109

Difference

+ 2
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Hypothesis 5
Twelfth-grade white students perceive teacher organization as
important significantly more often than twelfth-grade black students.
Hypothesis 6
Twelfth-grade white students perceive teacher stimulation as
important significantly more often that twelfth-grade black students.
Hypothesis 7
Ninth-grade white students perceive teacher warmth as impor
tant significantly more often than twelfth-grade white students.
Hypothesis 8
Twelfth-grade white students perceive teacher organization as
important significantly more often than ninth-grade white students.
Hypothesis 9
Twelfth-grade white students perceive teacher stimulation as
important significantly more often than ninth-grade white students.
Hypothesis 10
Ninth-grade black students perceive teacher warmth as impor
tant significantly more often than twelfth-grade black students.
Hypothesis 11
Twelfth-grade black students perceive teacher organization as
important significantly more often than ninth-grade black students.
Hypothesis 12
Twelfth-grade black students perceive teacher stimulation as
important significantly more often than ninth-grade black students.
Statistical Analysis
The statistical analysis used to investigate student
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perceptions of the characteristics of teachers was a 2-x-2, grade
level-by-race, factorial analysis of variance.

The dependent vari

ables were the responses of students on the dimensions of warmth,
organization, and stimulation as revealed by the Discriminant
Perception Repertory Test.

Discriminating power values for each stu

dent group were also measured.
by J: tests.

The 12 specific hypotheses were tested

Significance at the .05 level was used in all comparisons.

Additional analysis of the data was accomplished by identifying
the 20 behaviors most often identified by students.
were analyzed by a 2-x-2 crossbreaks design.

These behaviors

The chi-square statisti

cal test was used to determine whether the differences in obtained
frequencies for each group on each of the top 20 characteristics could
have been expected by chance.

The chi-square statistical test was

also used to compare the number of students in each group who cited
one of the top 20 behaviors.

Significance at the .05 level was used

in both cases.
Summary
The aim of this study was to measure and compare the percep
tions by student groups of teacher behaviors.

The Discriminant

Perception Repertory Test was used for this purpose because it
requires students to reveal their perceptions in their own terms.
Such a procedure is necessary to obtain a valid indication of one's
perceptions.

The DPRT was also used because the computation of dis

criminating power values reveals a measure of the intensity of one's
perceptions.
The data were analyzed by factorial analysis of variance,

_t tests, and chi square tests.

These statistical procedures provided

the means to compare student responses as they were related to the
variables of student grade level and race, and to identify and compare
the most often noticed teacher characteristics.

Data generated by

these statistical procedures were sufficient to fulfill the purpose of
this study; namely, to provide information to personnel administrators,
principals, and teachers to enable them to understand more fully the
perceptions of teachers by student groups.

Chapter 4
Findings
General Hypotheses and Data Analysis
Senior-high-school students perceive the dimensions of teacher
organization and stimulation as important significantly more often
than intermediate students, who more often perceive teacher warmth as
important; and white students perceive teacher organization and stimu
lation as important significantly more often than black students, who
more often perceive teacher warmth as important.

These hypotheses

were analyzed by factorial analysis of variance of student responses
to a simplified form of the Personnel Decision Analysis.

The results

shown in Tables 2, 3, and 4 indicated highly significant differences
in student perceptions of warmth, Tables 5, 6, and 7 indicated highly
significant differences in organization, and Tables 8, 9, and 10
indicated highly significant differences in stimulation, according to
the grade level and race of the student.

However, significant differ

ences were neither related to the sex of the student nor to any of the
two-way interactions of the independent variables of race, grade level
and sex.

Based on the analysis of variance of student group scores,

the general hypotheses were accepted.
Warmth
Each student identified 18 perceptions of behaviors which were
felt to differentiate between best and worst teachers.

Table 3 shows

that ninth-grade blacks perceived warmth behaviors as important more
42
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Table 2
Mean Scores, Standard Deviation, and
Standard Error on Warmth
(n = 240)

Standard
Group

Mean

deviation

Standard
error

Blacks

8.991

3.939

.254

Whites

7.079

3.874

.250

Ninth-graders

9.225

4.078

.263

Twelfth-graders

6.845

3.591

.232

Males (n = 244)

8.114

4.167

, .267

Females (n = 236)

7.953

3.866

.252
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Table 3
Mean Scores, Standard Deviation, and
Standard Error on Warmth by Race,
Grade Level, and Sex

Standard
Group

Mean

deviation

Standard
error

Na

Race

Ninth-grade blacks

10.416

3.765

.344

120

Ninth-grade whites

8.033

4.044

.369

120

Twelfth-grade blacks

7.566

3.590

.328

120

Twelfth-grade whites

6.125

3.458

.316

120

Grade level

Ninth-grade males

9.470

4.174

.383

119

Ninth-grade females

8.983

3.983

.362

121

Twelfth-grade males

6.824

3.742

.335

125

Twelfth-grade females

6.869

3.435

.320

115

Sex

Black males

9.258

3.866

.353

120

Black females

8.725

4.008

.366

120

White males

7.008

4.162

.374

124
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Table 3— Continued

Standard

Standard
error

Group

Mean

deviation

White females

7.155

3.557

Number of subjects in sample population.

.330

Na

116
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Table 4
Analysis of Variance of Teacher Warmth

Significance
Source of variation

IT value

level

27.148

.001*

Race

31.883

.001*

Grade level

49.369

.001*

Main effects

Sex

.555

.457

.731

.534

1.833

.176

Race-sex

.262

.609

Sex-grade level

.149

.700

Two-way interaction
Race-grade level

*Exceeds significance at .05 level.
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Table 5
Mean Scores, Standard Deviation, and
Standard Error on Organization
(n = 240)

Standard
Group

Mean

deviation

Standard
error

Blacks

5.845

3.303

.213

Whites

6.583

3.580

.231

Ninth-graders

5.625

3.413

.220

Twelfth-graders

6.804

3.413

.220

Males (n = 244)

5.963

3.551

.227

Females (n = 236)

6.474

3.351

.218
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Table 6
Mean Scores, Standard Deviation, and
Standard Error on Organization by
Race, Grade Level and Sex

Group

Mean

Standard

Standard

deviation

error

Na

Race

Ninth-grade blacks

5.016

3.210

.293

120

Ninth-grade whites

6.233

3.514

.321

120

Twelfth-grade blacks

6.675

3.197

.292

120

Twelfth-grade whites

6.933

3.625

.331

120

Grade level

Ninth-grade males

5.302

3.519

.323

119

Ninth-grade females

5.942

3.290

.299

121

Twelfth-grade males

6.592

3.481

.311

125

Twelfth-grade females

7.034

3.338

.311

115

Sex

Black males

5.491

3.117

.285

120

Black females

6.200

3.456

.315

120

White males

6.419

3.885

.349

124
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Table 6— Continued

Standard
Group

Mean

deviation

White females

6.758

3.229

g
Number of subjects in sample population.

Standard
error

.300

Na

116

Table 7
Analysis of Variance of Teacher
Organization

Significance
Source of variation

Main effects
Race
Grade level
Sex

F value

level

7.880

.001*

5.881

.016*

15.007

.001*

3.231

.073

.726

.537

2.063

.152

Race-sex

.120

.729

Sex-grade level

.027

.870

Two-way interaction
Race-grade level

*Exceeds significance at .05 level.

Table 8
Mean Scores, Standard Deviation, and
Standard Error on Stimulation
(n = 240)

Standard
Group

Mean

deviation

Standard
error

Blacks

3.162

2.599

.168

Whites

4.337

3.253

.210

Ninth-graders

3.150

2.790

.180

Twelfth-graders

4.350

3.086

.199

Males (n = 244)

3.922

3.262

.209

Females (n = 237)

3.572

2.697

.176
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Table 9
Mean Scores, Standard Deviation, and
Standard Error on Stimulation by
Race, Grade Level and Sex

Group

Mean

Standard

Standard

deviation

error

N3

Race

Ninth-grade blacks

2.566

2.304

.210

120

Ninth-grade whites

3.733

3.105

.283

120

Twelfth-grade blacks

3.758

2.747

.251

120

Twelfth-grade whites

4.941

3.298

.301

120

Grade level

Ninth-grade males

3.226

3.013

.276

119

Ninth-grade females

3.074

2.563

.233

121

Twelfth-grade males

4.584

3.363

.301

125

Twelfth-grade females

4.095

2.747

.256

115

Sex

Black males

3.250

2.723

.249

120

Black females

3.075

2.477

.226

120

White males

4.572

3.603

.324

124
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Table 9— Continued

Standard

Standard
error

Group

Mean

deviation

White females

4.086

2.827

Number of subjects in sample population.

.262

Na

116

Table 10
Analysis of Variance of Teacher Stimulation

Significance
Source of variation

F value

level

13.886

.001*

Race

19.585

.001*

Grade level

20.338

.001*

1.293

.256

Two-way interaction

.053

.984

Race-grade level

.004

.948

Race-sex

.064

.800

Sex-grade level

.093

.760

Main effects

Sex

*Exceeds significance at .05 level.
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frequently than any other groups (m = 10.42).

Twelfth-grade whites

perceived warmth as important less frequently than any other group
(m = 6.13).

The variance table (Table 4) indicates that the differ

ences in mean scores of student groups

were highly significantfor

race (j3 < .001) and grade level (]3 < .001) .
Organization
Table 6 shows that twelfth-grade white students perceived
organization behaviors as important more frequently than any other
group (m = 6.93).

Ninth-grade black students perceived organization

behaviors as

important less frequently than any other group (m= 5.02).

The variance

table (Table 7) indicates that

the differences inmean

scores of student groups were significant for race (jd < .05) and grade
level

(2.K -001) •

Stimulation
Table 9 shows that twelfth-grade white students perceived
stimulation behaviors as important more frequently than any other
group (m = 4.94).

Ninth-grade black students perceived stimulation

behaviors less frequently than any other group (m = 2.57) . The vari
ance table (Table 10) indicates that the differences in mean scores of
student groups were highly significant for race (]3 < .001) and grade
level (_£ < .001) .
Discriminating Power
Discriminating power values were also calculated for each
student.

By assigning numerically weighted values to the extent to

which each teacher exhibited the behavior perceived as important, the
student provided an indication of not only the behaviors considered
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important, but also the intensity with which the perceptions were held
and the ability to differentiate perceptually in meaningful ways.
Thus, a low discriminating power value indicated that the student had
perceived a behavior as important, yet it was felt the bad teachers
exhibited this behavior nearly to the same extent as the good teachers.
The discriminating power values listed in Tables 11, 12, and
13 are the mean values students used in numerically rating the
behaviors identified as important.

The highest possible discriminating

value was nine; the lowest discriminating power was zero.

Table 11

shows that whites have higher discriminating power scores than blacks,
twelfth-graders have higher scores than ninth-graders, and females
have higher scores than males.

The variance table (Table 13) indicates

that the differences in mean scores of student groups were significant
for race (_£ < .001), grade level (£ < .01) and sex (jd < .05).

None of

the two-way interactions has statistical significance.
Specific Hypotheses and Data Analysis
A total of twelve specific hypotheses were tested.
analyzed by _t tests.

Each was

The findings provided in Tables 14 through 17

revealed that of the 12 specific hypotheses, 10 were accepted and 2
were rejected.

Of the 10 hypotheses which were accepted, all were

significant at the .01 level.
Hypothesis 1
Ninth-grade black students perceive teacher warmth as impor
tant significantly more often than ninth-grade white students.
Hypothesis 1 was accepted (£ < .001).

Table 11
Mean Scores, Standard Deviation, and
Standard Error on Discriminating
Power
(n = 240)

Standard
Group

Mean

deviation

Standard
error

Blacks

5.142

1.629

.105

Whites

5.605

1.422

.092

Ninth-graders

5.171

1.612

.104

Twe1fth-grade rs

5.576

1.450

.094

Males (n = 244)

5.235

1.569

.100

Females (n = 236)

5.516

1.509

.098
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Table 12
Mean Scores, Standard Deviation, and
Standard Error on Discriminating
Power by Race, Grade Level
and Sex

Standard
Group

Mean

deviation

Standard
error

N3

Race

Ninth-grade blacks

4.907

1.717

.157

120

Ninth-grade whites

5.434

1.460

.133

120

Twelfth-grade blacks

5.377

1.507

.138

120

Twelfth-grade whites

5.776

1.368

.125

120

Grade level

Ninth-grade males

4.985

1.634

.150

119

Ninth-grade females

5.354

1.575

.143

121

Twelfth-grade males

5.474

1.472

.132

125

Twelfth-grade females

5.687

1.424

.133

115

Sex

Black males

4.934

1.624

.148

120

Black females

5.350

1.613

.147

120
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Table 12--Continued

Standard
Group

Standard

Mean

deviation

White males

5.526

1.462

.131

124

White females

5.689

1.379

.128

116

aNumber of subjects in sample population.

error

N3
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Table 13
Analysis of Variance of Student
Discriminating Power

Significance
Source of variation

I? value

level

8.174

.001*

11.477

.001*

Grade level

8.918

.003*

Sex

4.682

.031*

Main effects
Race

Two-way interaction

.228

.877

Race-grade level

.106

.744

Race-sex

.495

.482

Sex-grade level

.099

.753

*Exceeds significance at .05 level.
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Table 14
Mean Scores, Standard Deviation, jt Value,
and Significance for Ninth-Graders
on Warmth, Organization, and
Stimulation
(n = 120)

Standard
Dimens ion

Mean

deviation

Signifi
Jt value

cance

- 4.73

.001*

2.80

.006*

3.31

.001*

Warmth

Ninth-grade whites

8.033

4.044

Ninth-grade blacks

10.416

3.765

Organization

Ninth-grade whites

6.233

3.514

Ninth-grade blacks

5.016

3.210

Stimulation

Ninth-grade whites

3.733

3.105

Ninth-grade blacks

2.566

2.304

^Exceeds significance at .05 level.
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Table 15
Mean Scores, Standard Deviation, _t Value,
and Significance for Twelfth-Graders
on Warmth, Organization, and
Stimulation
(n = 120)

Standard
Dimension

Mean

deviation

Signifi
jt value

cance

- 3.17

.002*

Warmth

Twelfth-grade whites

6.125

3.458

Twelfth-grade blacks

7.566

3.590

Organization

Twelfth-grade whites

6.933

3.625

Twelfth-grade blacks

6.675

3.197

.59

.559

Stimulation

Twelfth-grade whites

4.941

3.258

Twelfth-grade blacks

3.758

2.747

*Exceeds significance at .05 level.

3.02

.003*
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Table 16
Mean Scores, Standard Deviation, _t Value,
and Significance of White Students
on Warmth, Organization, and
Stimulation
(n = 120)

Standard
Dimension

Mean

deviation

Signifi
_t value

cance

Warmth

Ninth-grade whites

8.033

Twelfth-grade whites

6.125

'

4.044

3.93

.001*

3.458

Organization

Ninth-grade whites

6.233

3.514

Twelfth-grade whites

6.933

3.625

- 1.52

.130

- 2.92

.004*

Stimulation

Ninth-grade whites

3.733

3.105

Twelfth-grade whites

4.941

3.298

*Exceeds significance at .05 level.
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Table 17
Mean Scores, Standard Deviation, _t Value,
and Significance of Black Students
on Warmth, Organization, and
Stimulation
(n = 120)

Standard
Dimension

Mean

deviation

Signifi
t_ value

cance

6.00

.001*

- 4.01

.001*

- 3.64

.001*

Warmth

Ninth-grade blacks
Twelfth-grade blacks

10.416

3.765

7.566

3.590

Organization

Ninth-grade blacks

5.016

3.210

Twelfth-grade blacks

6.675

3.197

Stimulation

Ninth-grade blacks

2.566

2.304

Twelfth-grade blacks

3.758

2.747

*Exceeds significance at .05 level.

65
Hypothesis 2
Ninth-grade white students perceive teacher organization as
important significantly more often than ninth-grade black students.
Hypothesis 2 was accepted

(jd

< .01) .

Hypothesis 3
Ninth-grade white students perceive teacher stimulation as
important significantly more often than ninth-grade black students.
Hypothesis 3 was accepted

(jd

< .001) .

Hypothesis 4
Twelfth-grade black students perceive teacher warmth as impor
tant significantly more often than twelfth-grade white students.
Hypothesis 4 was accepted

(jd

< .01).

Hypothesis 5
Twelfth-grade white students perceive teacher organization as
important significantly more often than twelfth-grade black students.
Hypothesis 5 was rejected.
Hypothesis 6
Twelfth-grade white students perceive teacher stimulation as
important significantly more often than twelfth-grade black students.
Hypothesis 6 was accepted

(jd

< .01) .

Hypothesis 7
Ninth-grade white students perceive teacher warmth as impor
tant significantly more often than twelfth-grade white students.
Hypothesis 7 was accepted

(jd

< .001) .

Hypothesis 8
Twelfth-grade white students perceive teacher organization as
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important significantly more often than ninth-grade white students.
Hypothesis 8 was rejected.
Hypothesis 9
Twelfth-grade white students perceive teacher stimulation as
important significantly more often than ninth-grade white students.
Hypothesis 9 was accepted (_£ < .01).
Hypothesis 10
Ninth-grade black students perceive teacher warmth as impor
tant significantly more often than twelfth-grade black students.
Hypothesis 10 was accepted (ja < .001).
Hypothesis 11
Twelfth-grade black students perceive teacher organization as
important significantly more often than ninth-grade black students.
Hypothesis 11 was accepted (ja < .001) .
Hypothesis 12
Twelfth-grade black students perceive teacher stimulation as
important significantly more often than ninth-grade black students.
Hypothesis 12 was accepted (ja < .001).
Data Analysis of the 20 Most Frequently
Mentioned Teacher Behaviors
The 8,640 responses made by 480 students were analyzed to rank
order the 20 specific teacher behaviors and characteristics most fre
quently perceived as important.

The chi-square statistical test was

used to determine whether the differences in frequencies by grade
level and race could be expected by chance.

The exact words of stu

dents were used in the compilation of the rank-order listing, although
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this caused the frequency of each behavior to be small.

It was

assumed that the attempt to guess the behaviors students were really
describing in different words would pose too great a threat to the
validity of the analysis.

The 20 specific behaviors and character

istics most frequently perceived as important by students, and stated
in their exact words, are listed in Table 18.

Students could either

identify the most important difference between a bad and good teacher
by describing what the good teacher did well or what the bad teacher
did poorly.

Thus, the lists are structured according to bipolar

behaviors.
The chi-square values and significance for race and grade
level of the 20 most frequently mentioned behaviors are listed in
Table 19.

Table 20 presents the particular student groups which more

frequently identified a specific behavior.

Tables 21 and 22 indicate

the rank-order listings of behaviors for ninth-graders and twelfthgraders .
The 20 behaviors and characteristics most frequently perceived
as important by students were based on the total frequency of responses
made for a designated behavior.

Each student made 18 responses; thus a

behavior might be mentioned many times by relatively few students and
be included in the top 20 list.

For this reason, each of the 20 most

frequently mentioned behaviors was examined to determine the number of
different students in each group who mentioned it at least once.
This information is presented in Table 23.
The Spearman rank order coefficient between the top 20
behaviors according to the number of times mentioned, and the same 20
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Table 18
Specific Teacher Behaviors Most Frequently
Identified by Student Groups

Rank— bipolar behaviors

1.

Ninth

Ninth

Twelfth Twelfth

grade

grade

grade

grade

whites

blacks

whites

blacks Total

191

132

182

182

687

Explains material well/
does not explain
material (o)

2.

Nice/mean (w)

98

164

32

64

358

3.

Interesting/boring (s)^

87

41

129

100

357

4.

Helps students with work/

78

62

98

101

339

64

62

75

86

287

50

34

77

81

242

52

31

56

85

224

61

32

60

43

196

doesn't help with
work (o)
5.

Cares/doesn't care (w)

6.

Goes too fast/doesn't go
too fast (s)

7.

Makes sure students
understand/doesn't make
sure students
understand (o)

8.

Tries to teach/doesn't
try to teach (o)
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Table 18— Continued

Rank— bipolar behaviors

9.

grade

grade

whites

blacks whites

grade

grade
blacks Total

42

28

84

41

195

51

37

43

39

170

20

87

40

155

38

47

53

147

Understanding/not
understanding (w)

11.

Ninth Twelfth Twelfth

Controls class/does not
control class (o)

10.

Ninth

Uses different and varied
instructional methods/
does not use (s)

12.

Fair (in grades and
tests)/is not fair (w)

13.

Helpful (in general)/is
not helpful (w)

14.

Yells/does not yell (w)

15.

Listens to students,

29

44

23

48

144

51

40

20

19

130

27

31

29

40

127

53

35

21

13

122

takes time with stu
dents/does not
listen (w)
16.

Mad, temper/holds
temper (w)
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Table 18— Continued

Rank— bipolar behaviors

17.

Ninth

Ninth

grade

grade

grade

grade

whites

blacks

whites

blacks Total

27

54

15

20

116

21

38

18

16

93

15

12

39

27

93

16

36

11

29

92

Twelfth Twelfth

Gives too much work/does
not give too much
work (s)

18.

Racially prejudiced/is
not racially
prejudiced (w)

19.

Is not in room, late,
absent too much/
punctual (o)

20.

Talks too much/does not
talk too much (s)

Vergule indicates bipolar behavior.
b (o) organization,
c

(w) warmth.
(s) stimulation.
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Table 19
Chi Square and Significance Levels for Race
and Grade Level of the 20 Most
Frequently Identified
Behaviors

Race

Chi
Rank— bipolar behaviors

1 . Explains/a

Grade level

Signi-

square ficance

Chi

Signi-

square ficance

5.068

.024*

2.448

.117

2.

Nice/

26.830

.001*

76.970

.001*

3.

Interesting/

15.759

.001*

28.577

.001*

4.

Helps with work/

.501

.478

10.271

.001*

5.

Cares/

.285

.592

4.271

.038*

6.

Goes too fast/

.599

.438

22.632

.001*

7.

Makes sure students
.290

.590

15.022

.001*
.001*

understand/
8.

Controls class/

16.667

.001*

15.518

9.

Tries to teach/

10.801

.001*

.515

.472

1.911

.166

.217

.640

22.465

.001*

63.239

.001*

3.605

.057

19.116

.001*

10.

Understanding/

11.

Uses different and varied
instructional methods/

12.

Fair (grades, tests)/

13.

Helpful/

11.118

.001*

.034

.852
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Table 19— Continued

Race

Chi
Rank— bipolar behaviors

14.

Yells/

15.

Listens to students,

Grade level

Signi-

square ficance

takes time with them/

Chi

Signi-

square ficance

1.115

.290

20.808

1.779

.182

.960

.001*

.327

16.

Mad, loses temper/

5.549

.018*

23.910

.001*

17.

Gives too much work/

8.836

.002*

18.250

.001*

18.

Prejudiced/

2.430

.119

6.731

.009*

19.

Does not stay in room,
late, absent/

2.430

.119

16.366

.001*

Talks too much/

15.707

.001*

1.576

20.

Vergule indicates bipolar behavior.
*Exceeds significance at .05 level.

.209
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Table 20
Student Groups which More Frequently
Identified Specific Teacher
Behavior

Student groups (more
frequently mentioned by)

Rank— bipolar behaviors

Race differences

1.

Explains/a

whites

9.

Tries to teach/

whites

Helpful (in general)/

blacks

13.

Grade level differences

4.

Helps students with work/

twe1fth-grade rs

5.

Cares/

twelfth-graders

6.

Goes too fast/

twelfth-graders

7.

Makes sure students understand/

twelfth-graders

12.

Fair (grading, tests)/

twelfth-graders

14.

Yells/

ninth-graders

15.

Prejudiced/

ninth-graders

19.

Doesn't stay in room/

twelfth-graders
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Table 20— Continued

Student groups (more
Rank— bipolar behaviors

frequently mentioned by)

Race and grade level differences

2.

Nice/mean

blacks and ninth-graders

3.

Interesting/boring

whites and twelf th-graders

8.

Controls class/

whites and twelfth-graders

11.

Varies teaching methods/

whites and twelfth-graders

16.

Mad, loses temper/

whites and ninth-graders

17.

Gives too much work/

blacks and ninth-graders

Vergule indicates bipolar behavior.
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Table 21
Rank Order Listings for Ninth-Graders

Rank— bipolar behaviors

1.

Explains/a

2.

Whites

Rank— bipolar behaviors

Blacks

191

1.

Nice/

164

Nice/

98

2.

Explains/

132

3.

Interesting/

87

3.

Cares/

62

4.

Helps with work/

78

4.

Helps with work/

62

5.

Cares/

64

5.

Gives too much work/

54

6.

Tries to teach/

61

6.

Helpful/

44

7.

Mad, temper/

53

7.

Interesting/

41

8.

Makes sure students

8.

Yells/

40

Prejudiced/

38

understand/

52

Yells/

51

9.

10.

Unders tanding/

51

10.

Unders tanding/

37

11.

Goes too fast/

50

11.

Talks too much/

36

12.

Controls class/

42

12.

Mad, temper/

35

13.

Fair (grades)/

38

13.

Goes too fast/

34

14.

Helpful/

29

14.

Tries to teach/

32

15.

Listens to students/

27

15.

Listens to students/

31

16.

Gives too much work/

27

16.

Makes sure students

9.

17.

Prejudiced/

18.

Uses different
teaching methods/

21

20

understand

31

17.

Controls class/

28

18.

Does not stay in room,
is absent too much/

12
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Table 21— Continued

Rank— bipolar behaviors

19.

Talks too much/

20.

Does not stay in room,
is absent too much/

Whites

16

15

£

Vergule indicates bipolar behavior.

Rank— bipolar behaviors

19.

Fair (grades)/

20.

Varies instructional
methods/

Blacks

9

8
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Table 22
Rank Order Listings for Twelfth-Graders

Rank— bipolar behaviors

Whites

Rank— bipolar behaviors

Blacks

1 . Explains/3

182

1 . Explains/

182

2.

Interesting/

129

2.

Helps with work/

101

3.

Helps with work/

98

3.

Interesting/

100

4.

Varies instructional

4.

Cares/

5.

Makes sure students

methods/
5.

Controls class/

86

87
84

understand/

85

6.

Goes too fast/

77

6 . Goes too fast/

7.

Cares/

75

7.

Nice/

64

8.

Tries to teach/

60

8.

Fair/

53

9.

Makes sure students

9.

Helpful/

48

understand/

81

56

10.

Fair/

47

10.

Tries to teach/

43

11.

Unders tanding/

43

11.

Controls class/

41

12.

Not in room/

39

12.

Varies instructional
methods/

40

13.

Nice/

32

13.

Listens to students/

40

14.

Listens to students/

29

14.

Unders tanding/

39

13.

Helpful/

23

15.

Talks too much/

29

16.

Mad, temper/

21

16.

Not in room/

27

17.

Yells/

20

17.

Too much work/

20
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Table 22— Continued

Rank— bipolar behaviors

Whites

Rank— bipolar behaviors

Blacks

18.

Prejudiced/

18

18.

Yells/

19

19.

Too much work/

15

19.

Prejudiced/

16

20.

Talks too much/

11

20.

Mad, temper/

13

Vergule indicates bipolar behavior.
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Table 23
Specific Teacher Behaviors Identified by
Different Students

Ninth

Ninth

grade

grade

grade

grade

whites

blacks

whites

blacks Total

1. Explains/3

67

48

60

64

239

2.

Helps with work/

37

34

32

39

142

3.

Interesting/

30

18

48

34

130

4.

Nice/

39

51

10

20

120

5.

Cares/

27

27

34

31

119

23

22

21

24

90

Rank— bipolar behaviors

6 . Listens to students/

Twelfth Twelfth

7.

Unders tanding/

17

22

24

26

89

8.

Controls class/

18

10

33

25

86

9.

Fair/

16

9

30

30

85

10.

Goes too fast/

19

12

33

21

85

11.

Makes sure students
22

18

22

20

82

12

5

37

25

79

understand/
12.

Uses different teaching
methods/

13.

Tries to teach/

19

14

24

19

76

14.

Yells/

25

24

11

10

70

15.

Helpful/

16

16

14

18

64

16.

Mad, temper/

22

18

12

6

58
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Table 23— Continued

Rank— bipolar behaviors

Ninth

Ninth

Twelfth Twelfth

grade

grade

grade

grade

whites

blacks

whites

blacks Total

17.

Not in room/

8

11

21

25

55

18.

Talks too much/

9

26

4

11

50

19.

Prejudiced/

13

14

13

12

52

20.

Too much work/

7

17

4

11

39

cl

Vergule indicates bipolar behavior.
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behaviors according to the number of different students who mentioned
them was + 0.8751

( jd

< .001).

Thus, it is apparent that the total

number of times a behavior was perceived as important was a reflection
of its importance for the population of students who were sampled.
The chi-square values and significance for race and grade
level when analyzed in terms of different students who identified the
most frequently mentioned behaviors are listed in Table 24.

Table 25

presents the particular student groups which more frequently identified
a specific behavior.

Tables 26 and 27 indicate the rank-order listings

for ninth-and twelf th-graders when the data is analyzed in terms of
notice by different students.
Descriptive Findings and Summary
Race Differences
Analyses of general dimensions of teacher behaviors and the
most frequently identified specific teacher behaviors revealed that
black and white secondary-school students perceive different teacher
behaviors as important.
teacher behaviors
(jd

(jd

Race differences in the perception of warm

< .001) , well-organized teacher behaviors

< .05), and stimulating teacher behaviors

significant.

(jd

< .001) were highly

Discriminating power values which provide a measure of

the strength and intensity of perceptions and the ability to percep
tually differentiate were also significantly different according to
race Cp. < .001).

White students were less concerned with teacher

warmth, more concerned with teacher organization and stimulation, and
identified teacher behaviors which more meaningfully differentiated
between their best and worst teachers.
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Table 24
Chi Square and Significance Levels for Race
and Grade Level of the 20 Most Frequently
Identified Behaviors by Different
Students

Grade level

Race

Chi
Rank— bipolar behaviors

Signi-

square ficance

Chi

Signi

square ficance

rj
1 .

Explains/

.945

.330

.343

.558

2.

Helps with work/

.119

.729

.007

.933

3.

Interesting/

5.207

.022*

8.900

.002*

4.

Nice/

4.041

.044*

30.008

.001*

5.

Cares/

.084

.771

1.025

.311

6.

Listens to students/

.055

.813

7.

Understanding/

.561

.453

1.370

8.

Controls class/

2.988

.083

10.477

.001*

9.

Fair /

.588

.443

14.424

.001*

6.235

.012*

10.

Goes too fast/

11.

Makes sure students
understand/

12.

13.

4.258

.451

.039*

.501

. 0 1 1

.060

.916
.241

.804

Uses varied instructional
techniques/

4.580

.032*

25.646

.001*

Tries to teach/

1.328

.248

1.328

.148
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Table 24— Continued

Race

Chi
Rank— bipolar behaviors

Grade level

Signi-

square ficance

Chi

Signi-

square ficance

14.

Yells/

.071

.789

11.214

15.

Helpful/

.265

.606

.015

16.

Mad, temper/

1.741

.186

8.362

.003*

17.

Not in room/

.181

.669

5.272

.021*

18.

Talks too much/

.001*

8.020

.004*

19.

Prejudiced/

20.

Gives too much work/

11.540

3.

.019
7.435

Vergule indicates bipolar behavior.

*Exceeds significance at .05 level.

.889
.006*

.001*
.900

.096

.756

2.102

.147
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Table 25
Student Groups which More Frequently
Identified Specific Teacher
Behaviors when Analyzed
in Terms of Individual
Students

Student groups (more
Rank— bipolar behaviors

frequently mentioned by)

Race differences

20.

Gives too much work/

cl

blacks

Grade level differences

8.

Controls class/

twelfth-graders

9.

Fair (grades, tests)/

twelfth-graders

14.

Yells/

ninth-graders

16.

Mad, temper/

ninth-graders

17.

Doesn't stay in room/

twelfth-graders

Race and grade level differences

3.

Interesting/

whites and twelf th-graders

4.

Nice/

blacks and ninth-graders

Goes too fast/

whites and twelfth-graders

10.
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Table 25— Continued

Student groups (more
Rank— bipolar behaviors

frequently mentioned by)

12.

Uses varied teaching techniques/

whites and twelfth-graders

18.

Talks too much/

blacks and ninth-graders

3

Vergule indicates bipolar behavior.
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Table 26
Rank Order Listings for Ninth-Graders
(Individual Student Notice)

Rank— bipolar behaviors

Whites

Rank— bipolar behaviors

Blacks

£

1.

Explains/

67

1 . Nice/

51

2.

Nice/

39

2.

Explains/

48

3.

Helps with work/

37

3.

Helps with work/

34

4.

Interesting/

30

4.

Cares/

27

5.

Cares/

27

5.

Talks too much/

26

6.

Yells/

25

6 . Yells/

24

7.

Listens to student/

23

7.

Listens to student/

22

8.

Makes sure students

8.

Unders tanding/

22

understand/
9.

Mad, temper/

22

Makes sure students

22

understand/

18

10.

Tries to teach/

19

10.

Mad, temper/

18

11.

Goes too fast/

19

11.

Interesting/

18

12.

Controls class/

18

12.

Too much work/

17

13.

Unders tanding/

17

13.

Helpful/

16

14.

Fair /

16

14.

Tries to teach/

14

15.

Helpful/

16

15.

Prejudiced/

14

16.

Prejudiced/

13

16.

Goes too fast/

13

17.

Uses varied instruc-

17.

Not in room/

11

tional techniques/

12
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Table 26— Continued

Rank— bipolar behaviors

Whites

Rank— bipolar behaviors

18.

Talks too much/

9

18.

Controls class/

19.

Not in room/

8

19.

Fair/

20.

Too much work/

7

20.

Uses varied instruc
tional techniques/

Vergule indicates bipolar behavior.

Blacks

10
9

5
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Table 27
Rank Order Listings for Twelfth-Graders
(Individual Student Notice)

Rank— bipolar behaviors

Whites

Rank— bipolar behaviors

Blacks

1 . Explains/3

60

1 . Explains/

64

2.

Interesting/

48

2.

Helps with work/

39

3.

Uses varied instruc

3.

Interesting/

34

tional techniques/

37

4.

Cares/

34

4.

Cares/

31

5.

Controls class/

33

5.

Fair/

30

6 . Goes too fast/

33

6 . Unders tanding/

7.

Helps with work/

32

7.

Controls class/

8.

Fair/

30

8.

Uses varied instruc

26
25

tional techniques/

25

Listens to students/

24

9.

Unders tanding/

24

9.

10.

Tries to teach/

24

10.

Goes too fast/

21

11.

Makes sure students

11.

Nice/

20

12.

Makes sure students

understand/
12.

Not in room/

22
21

understand/
13.

Listens to students/

21

13.

Tries to teach/

14.

Helpful/

14

14.

Helpful/

15.

Prejudiced/

13

15.

Not in room/

16.

Mad, temper/

12

16.

Prejudiced/

20
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Table 27— Continued

Rank— bipolar behaviors

Whites

Rank— bipolar behaviors

Blacks

17.

Yells/

11

17.

Too much work/

11

18.

Nice/

10

18.

Talks too much/

11

19.

Too much work/

4

19.

Yells/

10

20.

Talks too much/

4

20.

Mad, temper/

3

Vergule indicates bipolar behavior.

6

90
Of the 20 most frequently identified behaviors, chi-square
analysis revealed that 10 differed significantly according to race.
Whites more frequently identified as important "explanation,"
"interesting presentations," "the attempt to really try to teach,"
"control of the class," "different instructional techniques," and
"control of temper."

Blacks more frequently identified as important

the teacher being "nice," "helpful," "not talking too much," and "not
giving too much work."
The race differences were diminished when the most frequently
identified behaviors were analyzed in terms of the number of students
who mentioned them at least once, rather than the total times a
behavior was mentioned.

When analyzed in this manner, 6 behaviors

differed significantly according to race.

Whites more frequently

identified as important "interesting presentations," "varying instruc
tional techniques," and "not covering material too quickly."

Blacks

more frequently identified as important the teacher being "nice," "not
giving too much work," and "not talking too much."

A behavior notice

ably lacking in race differences on both lists was the racial pre
judice of the teacher.
It should be noted that the actual race differences in the
general dimension of stimulation were greater than reported in this
study.

Many of the perceptions of blacks were categorized according

to stimulation, yet what they were identifying as important was in
direct contrast to behaviors whites were identifying as important in
the same dimension.

For example, one of the behaviors identified most

frequently was "gives too much work."

Chi-square analysis showed

significant race differences in this behavior (jj < .01).

Other simi

lar responses dealt with the assigning of too much or not enough home
work.

Although these kinds of responses were categorized as

stimulation, in many cases blacks were perceiving the teacher as bad
because of giving too much work or assigning homework, whereas whites
were perceiving a teacher as good because of giving reasonable amounts
of homework.
It was difficult to construct a profile of a good teacher as
perceived by white and black students because perceptions differed
more significantly according to grade level than to race.

More dif

ferences existed between the same race at different grade levels than
between different races at the same grade level.

It can be concluded,

however, that black students at the ninth- and twelfth-grade levels
perceive as important friendly, understanding teacher behaviors more
frequently than white students at the same level.

White students at

the ninth-and twelfth-grade levels more frequently perceive as impor
tant responsible, systematic teacher behaviors, and stimulating,
imaginative behaviors than black students at the same level.
It is apparent that race differences existed on the identifi
cation of important specific teacher behaviors, yet similarities were
also apparent.

Of the five specific behaviors included in the top

seven on each list for black students, four of them are the only
behaviors also included in the top five on each list for white stu
dents.

The behaviors so frequently identified as important by both

groups were "explanation," "interesting presentation," "helping stu
dents with assignments," and "caring."

Although the frequencies with
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which the behaviors were mentioned were significantly different, the
rank orders were nearly identical.

Black students may have been per

ceiving the same behaviors as important, but using a greater variety
of ways of describing them than white students.

This would account

for the lower frequencies for any specifically worded behavior, yet
nearly identical rank order positions.

The data support the conclu

sion that while blacks and whites differ significantly on dimensions
of teacher behaviors perceived as important, and on many specific
behaviors, the racial groups are in basic agreement on the desirability
of the four or five most important specific teacher behaviors.
Grade Level Differences
Analyses of general dimensions of teacher behaviors and the
most frequently identified specific teacher behaviors revealed that
ninth-and twelfth-grade secondary students, perceive different teacher
behaviors as important.
warm teacher behaviors

Grade-level differences in the perception of
(jd

< .001) , well-organized teacher behaviors

(£ < .001), and stimulating teacher behaviors (j> < .001) were highly
significant.

Discriminating power values were also significantly

different according to grade level

< .01).

Twelfth-grade students

were more concerned with organization and stimulation, less concerned
with warmth, and identified teacher behaviors which more clearly
differentiate between their best and worst teachers.
Of the 20 most frequently identified behaviors, chi-square
analysis revealed that 14 differed significantly according to grade
level.

Twelfth-graders more frequently identified as important

"helping students with work," "caring," "not covering assignments too

93
fast," "making sure students understand the work," being "fair in
grading and tests," "giving interesting presentations," "controlling
the class," "varying instructional methods," and "not being late or
absent from class."

Ninth-graders more frequently identified as

important the teacher's "reluctance to yell," "not being prejudiced,"
"being nice," "not losing temper," and "not giving too much work."
The grade level differences were diminished when the most
frequently identified behaviors were analyzed in terms of the number
of students who mentioned them at least once.

When analyzed in this

manner, 10 behaviors differed significantly according to grade level.
Twelfth-graders more frequently identified as important "controlling
the class," being "fair in grades and tests," "not being late or
absent from class," "giving interesting presentations," "not covering
assignments too fast," and "varying instructional methods."

Ninth-

graders more frequently identified as important the teacher "not
yelling or losing temper," being "nice," and "not talking too much."
The data also revealed important similarities between ninthand twelfth-graders. Of the 20 most frequently identified behaviors,
5 behaviors were in the top 7 for both black and white twelfth-graders,
and 5 behaviors were in the top 7 for both black and white ninthgraders.

Of these 5 behaviors, 4 were identical.

These critical

behaviors perceived as important by both grade level groups are the
teacher's ability to explain the material, provide interesting assign
ments, help students with the assignments and care for the students.
The fifth highly rated behavior by ninth-graders, but not by-twelfth
graders, was "being nice."

This behavior was the single most
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frequently identified behavior for ninth-graders, but was only near
the middle of the top 20 list for twelfth-graders.

"Giving enough

time to complete the assignments" was the fifth most highly rated
behavior for twelfth-graders, but not for ninth-graders.
As was the case for race differences, the frequencies of men
tion of three of these four critical behaviors were significantly
different according to grade level, yet the rank-order positions were
nearly identical.

It appears that ninth-graders in these critical

areas were perceiving as important the same behaviors as twelfthgraders, but were using a greater variety of descriptions.

Thus, the

frequencies of any specifically worded behavior for ninth-graders were
less, but the rank-order positions were nearly identical.
As has been mentioned, perceptions of the teacher's racial
prejudice differed according to the grade level of the student, not
according to the race of the student.

Ninth-graders, both black and

white, more frequently perceived racial prejudice than did black or
white twelfth-graders.

When the data were analyzed in terms of the

number of students who identified a behavior as important, rather than
the total times a behavior was identified, even the grade level dif
ferences disappeared.

It is apparent that approximately the same

percentages of blacks and whites, and ninth-and twelfth-graders per
ceived racial prejudice in their teachers.

The ninth-graders who

perceived racial prejudice perceived it more strongly and in more of
their teachers.

It must be noted, however, that only 52 students out

of 480 students perceived racial prejudice as important at all.

Sex Differences
The data revealed that males and females do not differ signi
ficantly on the general dimensions of teacher behaviors perceived as
important.

Neither the two-way interaction of sex with race, nor sex

with grade level was significant.

The three-way interaction of sex

with race and grade level for the dimensions of warmth and organiza
tion was significant.

Because the two-way interactions were not

significant, the three-way interaction was not analyzed in this
section.

The mean score differences were suggestive of a possible

hidden relationship, however.

The differences in mean scores by sex,

race, and grade level are discussed in Chapter 5 in terms of future
research.
Discriminating power values were significantly related to the
sex of the student (jj < .05) . Females identified teacher behaviors
which more clearly differentiated between their best and worst
teachers, yet the group which had the highest differentiating power
values was twelfth-grade white males.

Chapter 5
Conclusions
The Research Design
This research analyzed teacher behaviors perceived as important
by different student groups.

The design of the study included a com

parison of both general dimensions of teacher behaviors and specific
teacher behaviors.

Both approaches had limitations.

By using general

dimensions of behaviors, it became possible to record and quantify all
responses a student made.

Thus, the data generated by analyzing gen

eral dimensions of behaviors provided a more comprehensive comparison
of student differences.

This approach, however, failed to provide

sufficient information on the critical question facing educators:
What are the specific behaviors which teachers must demonstrate to
work successfully with different students?
The analysis of students' perceptions of specific behaviors
answered the question, but in a limited way.

To ensure the validity

of the investigation, only a limited number of student responses could
be used.

Students used a variety of different terms to describe their

teachers, and it can be reasonably assumed that many slightly different
descriptions were actually identifying the same basic behavior.

The

threat to the validity of the study increased with each effort to make
an assumption as to what students meant by the words they used.

The

valid use of the data on specific teacher behaviors clearly was limited
to quantifying student responses that were so identically worded that
96
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no assumptions were necessary.

Yet this approach limited statistical

analysis to frequencies so small as to cast doubt on the meaning of
the differences.

For example, the twentieth most frequently identified

behavior was the tendency of teachers to "talk too much.”

Race dif

ferences were highly significant for this behavior (p. < .001), but it
was mentioned only 92 times out of a possible 8,640 responses.
The limitations of each approach mandated that both approaches
be used to provide a meaningful analysis. The data revealed by the
analysis of variance of general dimensions of behaviors and the chi
square analysis of specific behaviors indicated remarkably consistent
significant differences. Both methodologies revealed significant
differences by race and grade level on the behaviors of teachers con
sidered important by students.

Both methodologies revealed that grade

level differences were more highly significant than race differences.
Both methodologies revealed more highly significant differences for
warmth and stimulation behaviors than organization behaviors.
In view of the consistency in the findings of both statistical
measurement devices, it can be reasonably concluded that the design
of the study did in fact provide an analysis of students' perceptions
of teacher behaviors which reflect real perceptual differences in
student groups.
Differences in Student Groups
Analysis of variance of general dimensions of teacher behav
iors revealed that black students perceived teacher warmth as
important significantly more often than white students (jd < .001), but
perceived organization

< .05) and stimulation (jd < .001) as
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important significantly less often than white students.

Ninth-graders

perceived teacher warmth as important significantly more often than
twelfth-graders (jd < .001), but perceived organization (]3 < .001) and
stimulation (_g_ < .001) as important significantly less often than
twelfth-graders.
Chi-square analysis of specific teacher behaviors revealed
that only 2 of the 20 most frequently mentioned behaviors had neither
race nor grade level differences: 4 behaviors had race differences; 8
had grade level differences; 6 had both race and grade level differ
ences . The differences were diminished when the data were analyzed in
terms of the number of students who mentioned a behavior at least once,
rather than in relationship to the total times a behavior was men
tioned.

Yet, certain specific behaviors clearly were more important

to student groups and seemed to reflect the manner in which they
structure and evaluate their experiences.

Blacks noticed to a signi

ficantly different degree when the teacher was nice, when the teacher
gave the impression of talking too much about irrelevant information,
and when the teacher assigned more work than the students could be
reasonably expected to complete.

Whites noticed when the teacher was

interesting, and varied instructional techniques.

Ninth-graders

noticed when the teacher yelled at them, lost temper, and was mean.
Twelfth-graders noticed when the teacher covered the material too
quickly, was often absent from school or was late to class, could
control the class, was fair in grading and tests, and could provide
interesting and varied lessons.
The analysis of specific teacher behaviors also revealed
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another aspect of these differences.

Because students were asked to

describe the most important difference between a good and bad teacher,
they could have responded by describing what the good teacher did well
or what the bad teacher did poorly.

Whites and twelfth-graders had a

tendency to respond in positive terms; blacks and ninth-graders tended
to respond in negative terms.

Blacks more frequently identified as

important such negative behaviors as being mean, talking too much, and
giving too much work.

Ninth-graders identified as important such

negative behaviors as the teacher yelling, losing temper, being prej
udiced, and giving too much work.

It is revealing to observe that

blacks and ninth-graders tended to describe teachers in negative terms
only for those specific behaviors for which grade level and race
differences existed.

This tendency was not apparent for these groups

when they described behaviors in which grade level and race differ
ences did not exist.
The most difficult aspect of the data to analyze was the dis
criminating value scores of the various student groups, and what these
differences in numerical values actually mean.

It is impossible to

determine whether these scores indicated the intensity with which
students perceive teacher behaviors or the ability of students to per
ceptually discriminate in a meaningful way.

The variables of race

(jd < .001), grade level (js < .01), and sex (jj < .05) were signifi
cantly related to discriminating value score differences.

White

students, twelfth-graders, and girls had significantly higher discrim
inating value scores.
It was observed that although students appeared very serious
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and interested in identifying teacher behaviors, they did not seem to
enjoy completing the simple, but time-consuming, mathematical tasks
required to signify numerically the extent to which teachers demon
strated the behaviors.

Many students rushed through this aspect of

the test and seemed unwilling to devote the necessary time and atten
tion to its completion.

The differences in group scores may not per

tain to intensity of perceptions or the ability to perceptually
discriminate, but simply attention to task.

The pattern of differences

in mean-group scores does suggest, however, that a replication of
these results in future research would justify additional study of the
perceptual discriminating ability of student groups.
Secondary-students clearly differed in their perceptions of
teacher characteristics according to race and grade level, and dif
fered on the discriminating power of these perceptions according to
race, grade level and sex.

What do these differences

mean?

What do

they reveal about the students who hold these perceptions and the
teachers whose behaviors were perceived as important?
This study has neither attempted to define teacher effective
ness nor to describe the characteristics of an effective teacher.

It

has rather been concerned with perception— students’ perceptions of
teacher behaviors.

Brown (1964) stated that general differences are

perceived according to dimensions characteristic of the perceiver.

He

described these important characteristics as constructs— personal
bipolar abstractions— used to structure a person's world.

Black and

white, and ninth- and twelfth-grade students in the school district
which was the setting for this study are apparently structuring their
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worlds according to different abstractions.

Blacks and ninth-graders

apparently have a greater need for warm, understanding, friendly
behavior than whites and twelfth-graders because they are to a greater
extent structuring their worlds according to these dimensions.
Teachers are to a significant degree perceived as bad if they
are weak in the construct behaviors through which groups of students
structure their world for meaning and need satisfaction, and are per
ceived as good if they are strong in the constructs through which
meaning and need satisfaction are derived.

These perceptions may have

no relationship to the fact that a student is actually learning any
thing in a particular teacher's class, but they have a positive rela
tionship to the creation of teacher-student interpersonal harmony and
the establishment of a classroom atmosphere conducive to learning.
Behavior is affected by perception (Combs & Snygg, 1959).

Obviously,

if students who have a strong need for warmth or stimulation do not
perceive it in their teachers, their behavior will reflect tension or
boredom to the extent that no one's needs, including those of the
teacher, will be met.
The importance of recognizing individual differences has been
accepted as an indispensable tool of teaching.

A general knowledge of

perceptual differences among student groups is helpful to teachers
striving to gain a thorough knowledge of the needs, problems, and
aspirations of individual students.

The specific behaviors most fre

quently identified by students in this study should assist in reveal
ing the types of teacher behaviors and instructional approaches which
are in harmony with the needs and learning styles of individual
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students.
Similarities in Student Groups
Educators can be discouraged because of the apparently vast
differences in student perceptions or encouraged because of the simi
larities in student groups evidenced in this study.

The obvious

differences by grade level and race in both general dimensions of
teacher behaviors and specific behaviors should not obscure the
equally obvious similarities in students' perceptions of teachers.
Of the top five teacher behaviors most frequently perceived as impor
tant by students, four were highly valued by all student groups.

The

most important finding of this study may not have been the identifica
tion of student differences, but the identification of teacher
behaviors perceived as important by all secondary-student groups.
The single most frequently mentioned behavior was the
teacher's ability or willingness to give clear, thorough explanations
of the assignments. The word "explanation" was mentioned nearly 700
times in students' descriptions of teachers.

It was the most fre

quently mentioned behavior by white ninth-and twelfth-graders, and
black twelfth-graders.

It was the second most frequently mentioned

behavior by black ninth-graders.
The second characteristic of a good teacher which crossed race
and grade level lines was the teacher's ability or willingness to
"help with the work."

These exact words were used 339 times, and the

same characteristic was described in different terms other times.
was rank ordered in the top four behaviors for all four groups.
Another characteristic of a good teacher identified as

It
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important by all groups was the teacher's ability to provide interest
ing lessons.

Although the actual frequencies differed significantly

by race (j) < .001), and grade level
tion was high for each group.

< .001), the rank order posi

It ranked second or third for three of

the groups, and seventh for black-ninth graders.
A fourth important characteristic for all groups was the
teacher's attitude of "caring."

This word was mentioned 287 times.

Although the actual frequencies differed by grade level (j3 < .05), it
was rank ordered in the top seven behaviors for each group.

When

analyzed in terms of the number of students who identified it, grade
level revealed differences disappeared and it was in the top five
rank-order listing for each group.
The data revealed that two other behaviors occupied nearly the
same rank order position for each group.

Students identified as

important the teacher's willingness to take the time to "listen to
students," and to be "understanding."

When analyzed in terms of the

number of students who identified these characteristics, they were
rank ordered sixth and seventh with no race or grade level differences.
The data indicated that secondary students in the school
district used in this study, regardless of grade level or race, want
teachers to provide clear explanations in an interesting way, and
help students learn the material after it has been presented.

They

also feel a need for their teachers to be understanding, caring, and
willing to listen to what they say.
Implications for Educational Administration
As initially stated, this study was an effort to provide
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information to facilitate efficient teacher selection, assignment,
placement, and staff development.
such information.

The findings did, in fact, provide

An important use of the data is simply making

teachers aware of the behaviors students perceive as important and
the particular needs of student groups which are revealed by their
perceptions.

The 20 most frequently identified behaviors provided

this information in the students' own words.

System-wide staff devel

opment activities should include the recognition of teacher behaviors
which are important to all or some student groups, and provide prac
tical assistance to teachers in developing skills in these aspects of
their relationships with students.
The identification of differences in perceptions of general
dimensions of teacher behaviors could also be helpful in decision
making by personnel administrators and principals.

While it would be

difficult for a personnel administrator to determine whether an appli
cant demonstrates specific behaviors valued by students, it would be
possible to ascertain enough information to determine whether an
applicant's strengths generally are in the dimensions of personal
warmth, organizational skill, or in the ability to challenge and
interest students.

The decision to employ an applicant for a position

in a junior-high-school or in a predominantly black school, for
example, could be made with warmth factors in mind.

The decision to

place an applicant at a predominantly white senior-high-school could
be made considering factors of organizational skill.
A critical task of a principal each year is the development of
the master schedule.

The principal must consider many variables in
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offering certain classes and assigning teachers to these classes in
particular classrooms and at particular times of the day.

These

decisions must be made in the context of matching students who have
particular needs and learning styles with teachers who demonstrate the
behaviors and possess the instructional skills commensurate with stu
dent needs.

A knowledge of grade level and race differences in

student perceptions would ensure that master-schedule decisions be
made with more understanding of important variables.
An interesting finding of this study was school-to-school
variance in the responses of students.

It was expected that responses

would vary, for example, between black students living in inner city
areas with black students living in a suburban area with a sizeable
military population.

Responses did vary, in that blacks from the

military area perceived as important behaviors similar to those per
ceived by white students.

Warmth was less important, and organization

and stimulation were more important for suburban blacks than for inner
city blacks.

It was not expected that the responses of students

living in close proximity, but attending different schools would
differ,
White seniors attending one high school consistently identi
fied as important the teacher's ability to control the class.

White

seniors living only a few blocks away in comparable conditions, but
attending another school seldom mentioned control of class, but men
tioned as a barrier to learning the teachers' interest in sponsorship
of extra-curricular activities at the expense of actually "trying to
teach."

Black intermediate students at one school frequently
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criticized teachers for yelling at them, while black intermediate
students living only a few blocks away, but attending another school
rarely mentioned yelling, but criticized teachers for being late to
class.

Thus, students' perceptions not only revealed their own needs,

but suggested weaknesses and potential problems at particular schools.
It must be cautioned, however, that this investigation identified stu
dents’ perceptions of conditions, not necessarily the conditions
themselves.

Nevertheless, behavior is affected by perception (Combs &

Snygg, 1959), and one need not be an experienced educator to predict
the atmosphere in a particular school in which students perceive
teachers are unable to control the class, or fail to care enough to
come to class on time.
The procedure used in this system-wide study may be adapted by
principals or classroom teachers to determine the perceptions and
needs of students with whom they work, and thereby identify potential
school-wide or classroom problems.

Teacher behaviors are identified,

but teacher names are never revealed in this procedure.

A principal,

therefore, could share the information gained from school-wide and
classroom samples.

Use of the Discriminant Perception Repertory Test

could enable the principal and his staff for perhaps the first time to
really become aware of the needs and concerns of their students.
Students apparently welcomed the opportunity to describe their
perceptions of teachers and did so in a serious manner.

Because the

test is projective in nature, students were limited only by their
imagination and vocabulary in describing even their worst teachers.
Some responses were silly, some even profane, yet the overwhelming

107
majority of responses reflected a serious, sensitive appraisal of
their teachers.

Students' descriptions were more frequently in posi

tive terms than negative terms.

Many students had more difficulty

identifying three bad teachers than three good teachers. Nearly one
third of the respondents stated that they had not had three bad
teachers during the last 2-years.

It would seem, therefore, that the

approach taken in this study could be used by administrators and
teachers to identify weaknesses in a nonthreatening, positive
atmosphere.
Implications for Additional Research
This study revealed a need for additional research in three
areas.

The first is theinteraction effects of student variables and

teacher variables as they relate to student perceptions.

Student

variables of grade level, race, and sex were analyzed, but teacher
variables such as race, age, sex, and years of experience were not
analyzed.

The interaction of student and teacher variables must be

investigated if congruency between student needs and teacher behavior
is to be achieved at desirable levels.

The possibility exists that

teacher variables had as much to do with student perceptions of
teacher behaviors as did

student variables.

It has been shown in

Chapter 4 that black students more frequently perceived warmth as
important, and twelfth-graders more frequently perceived organization
and stimulation as important.

It has not been shown, for example,

whether black students perceive more warmth in black teachers or
whether white twelfth-graders perceive more organization in older
white women.

In short, does the race, age, sex, or years of experience

108
of a teacher significantly affect the manner in which the teacher is
perceived by different kinds of students?
Additional investigation of the three-way interaction of race,
grade level, and sex seems warranted by the data.

Ninth-grade black

females were shown to perceive warmth as important more frequently
than black males, whereas at the same grade level white males perceived
warmth as important more frequently than white females.
twelfth-grade the situation had been completely reversed.

By the
Black

females then perceived warmth as important less frequently than black
males, whereas white females then perceived warmth as important more
frequently than white males.

As students pass from the ninth-to the

twelfth-grade, the need for warmth diminishes, but black males and
white females seem to need warmth increasingly in comparison to black
females and white males.
Because the scores were based on a fixed number of responses,
a decrease in one dimension must be accompanied by an increase in one
or both of the other dimensions. If white males perceived warmth as
more important than did white females in the ninth grade, but less
important in the twelfth-grade, they must perceive another dimension
as increasingly important to offset the change.

The differences in

sex patterns for blacks and whites seemed to be nearly totally
accounted for by offsetting perceptions of warmth and organization.
Differences by grade level, race and sex remained constant for stimu
lation, but fluctuated for warmth and organization in opposite
directions.
A question left unanswered by this study is why black and
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white students as they progress through high school seem to be changing
in different directions in their need for warmth and organization from
teachers.

The three-way interaction of race, grade level, and sex was

significant for warmth (jd < .05) and organization

( jd

< .01); yet

because none of the two-way interactions is significant, the importance
of the three-way interaction is questionable.

The mean score differ

ences are suggestive, however, of relational changes.

It is difficult

to ignore the finding, for example, that black females at the ninthgrade level perceived organization as important less frequently than
any of the other seven groups, but more frequently than any other
group at the twelfth-grade level.

Conversely, white females perceived

organization as important less frequently in the twelfth-grade than in
the ninth-grade.
Differences in discriminating power values also presented
unexpected results.

Discriminating power value differences were

related to race (j> < .001), grade level (jd < .01), and sex (£ < .05).
Whites scored higher than blacks, twelfth-graders scored higher than
ninth-graders, and females scored higher than males.

In part, the

same trend was evident in discriminating value relational changes as
for the dimension of organization.

Ninth-grade white females had a

higher mean score than ninth-grade white males, but by the twelfthgrade the relationship was reversed.

Black females began with higher

scores than black males in the ninth-grade and increased the difference
by the twelfth-grade.

Replication in future research of grade level,

race, and sex relationships similar to those revealed in this study
would suggest the need for extensive investigation to determine the

110
meaning of these relationships.
The analysis of the findings has thus far been confined to
considerations of matching teachers possessing certain characteris
tics with students who perceive these characteristics as important.

A

final consideration worthy of additional study is that "interpersonal
perceptions having been learned can be unlearned and relearned [ Brown,
1975, p. 11 ]."

Brown (1975) tested hundreds of school administrators

using the Discriminant Perception Repertory Test and found that as
they became aware of their unconscious perceptions, their perceptions
changed.

Principals who retook the test showed an improved ability

to select characteristics which differentiated between good and bad
teachers as indicated by higher discriminating power values and
changes in the behaviors they identified.

It is reasonable to assume

that the perceptions of students could also change as they are made
aware of their perceptions.

Students could become more aware of

instructionally related teacher behaviors and less concerned with
distracting personality traits.

Research efforts should investigate

the possibility that students can be trained to be more goal-directed
in knowing what to look for and demand from their teachers.
Summary
This study was undertaken on the assumption that impressions
of others are formed in terms of characteristics the perceiver feels
are important, and that these characteristics are considered important
because they relate to attitudes, needs, or problems of the perceiver.
Students have different attitudes and needs.

Therefore, teacher

behaviors which are perceived as important by some students will be

Ill
perceived as unimportant by others.

Instructional approaches which

are successful with some students may be unsuccessful with others.
The behavior of students is, in part, based on their perception of the
relevance of teacher behaviors and instructional methods to their
individual needs. Teachers are evaluated according to the extent to
which they are perceived as demonstrating the characteristics by which
students structure their world and evaluate their experiences.

Thus,

many of the problems in schools can be traced to the little effort
being made to bring together teachers who demonstrate specific
behaviors and instructional methods with students who consider those
behaviors and methods important.
A primary task of a teacher is to become so well-acquainted
with each student that individual differences will be provided for in
an instructional climate which gives the greatest opportunity for
success.

This task is extremely difficult to perform, however.

Aw a y

to lessen the difficulty of identifying individual differences of
students is to become aware of general differences between student
groups.
This study investigated the possibility that student groups
differ on the perceived importance of the dimensions of teacher
behaviors identified as warmth, organization and stimulation.

It was

found that black and white students, and ninth-and twelfth-grade stu
dents differed significantly on the perceived importance of these
general dimensions of behaviors as well as on specific behaviors.
Teachers and students can change as they become aware of
students' perceptions.

Teachers can adjust their behaviors and

instructional methods to accommodate student needs.

Students can

become more conscious of instructionally-related teacher skills and
less concerned with personality variables as an awareness of their
perceptions develops maturity in their expectations of teachers.

Yet,

neither teachers nor students can be expected to become what they are
not.

Both groups will continue to see things through lens colored by

their experiences, attitudes, and needs.

It is the inescapable task

of educators to develop instructional programs and train instructional
staff members with an awareness and acceptance of perceptual differ
ences as important factors in decision making.
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Appendix A
Personnel Decision Analysis
(Edited version of the Discriminant
Perception Repertory Test)
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Appendix B
Modified Version of Personnel Decision
Analysis used in this Study

Best Teacher
A
B
C

Worst Teacher
X
Y
Z

Student

SA— STRONGLY AGREE— 4
A— AGREE— 3
D— DISAGREE— 2
SD— STRONGLY DISAGREE-
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Appendix C
Statement of Instructions to Students
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This study is being undertaken to determine what you feel are
the differences between good and bad teachers. What do good teachers
do that cause you to think they are good?
that cause you to think they are bad?

What do bad teachers do

Hopefully the information you

provide will enable the school system to improve the quality of
teaching that you receive.
Select the three best and three worst teachers you have had
during the last two years.

Write the names of the best teachers

beside the letters A, B and C,and the names of the worst teachers
beside the letters X, Y and Z.

Write the sex of the teachers in the

spaces provided at the bottom of the page.
Consider in what most important way are the teachers different.
Write the behavior or characteristic that differentiates the set of
teachers in the space provided.

A behavior can be repeated, but only

if it represents the most important difference for that set of
teachers.
In the columns on the right side of the form, select and enter
the number which corresponds to the degree to which each teacher
exhibits that behavior.

Enter in the first column the total for the

good teachers; enter in the fourth column the total for the bad
teachers.

In the final column enter the difference between these two

figures.
Ensure that your name is written in the blank provided at the
bottom of the page.

When you have finished, tear off the top section

of this form and give the bottom section to me.

Appendix D
Letter to Students Requesting
Participation in Study
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TO:
I would like for you to take part in a study to identify
things which teachers do that either make it easier or harder for you
to learn.

Four hundred and sixty students from secondary schools in

Newport News will participate in this study.

You were randomly

selected for participation from your school.

Of course you do not

have to take part in this study, but I hope you will take this oppor
tunity to provide some information which might help students enjoy and
learn more in their classes in the future.

Your name will not be used

and you will not even submit the names of the teachers you are describ
ing.

The only information that will be recorded is that which you

provide on things which teachers do that either help or hinder your
learning.
The date of the study at __________________________

is

__________________________ . You will be excused from one class to
participate and you will be notified when we would like for you to
report to the assigned room.

Please notify _________________________

immediately if you do not wish to participate.
I hope you will take this opportunity to provide this needed
information.

I'm sure you will enjoy it.
R. W. Sizemore,
Assistant Principal
Carver Intermediate School
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A COMPARISON OF THE PERCEPTIONS OF THE CHARACTERISTICS OF SECONDARY
TEACHERS BY BLACK AND WHITE SECONDARY SCHOOL STUDENTS IN AN URBAN
SCHOOL DISTRICT
Robert W. Sizemore, Ed.D.
The College of William and Mary in Virginia, 1979
Chairman: Professor Royce Chesser
The Problem
Secondary-school teachers often acknowledge problems in
establishing satisfactory learning environments for intermediate-age
students, particularly if the intermediate classes include a large
percentage of black students. The purpose of this study was to inves
tigate the possibility that teachers fail in their efforts to work
with intermediate-age and black students because of a lack of under
standing of teacher behaviors and characteristics which these groups
consider important. It was hypothesized that intermediate-age and
black students perceive the dimension of teacher warmth as important
significantly more often than senior-high-school-age and white stu
dents, who more often perceive the dimensions of teacher organization
and stimulation as important.
Research Procedure
A randomly selected sample of 480 secondary students in an
urban school district was administered the Personnel Decision Analysis
Test developed by Alan Brown. The research instrument required students
to select their three best and three worst teachers during the pre
ceding 2-years and to identify the most important differences between
each of them. The 8,640 behaviors identified by students were then
categorized according to the three general dimensions of teacher
behaviors identified by Ryans as warmth, organization, and stimulation.
The statistical analysis used to investigate students’ percep
tions of teachers was a race (black and white) by grade level (ninth
and twelfth) factorial analysis of variance. Additional analysis of
the data was accomplished by applying the chi-square statistical test
to the 20 specific teacher behaviors most often perceived as important
by students.
Findings
The general hypothesis was accepted. Students were also found
to differ significantly by race, grade level, and sex on the ability
to discriminate perceptually as evidenced by discriminating value
scores. Of the 20 most frequently identified specific behaviors, 18
differed by race or grade level. When analyzed in terms of rank order
listings for each race and grade level, however, four of the five most
frequently identified behaviors were perceived as important by all
groups.

Conclusions
This study was undertaken on the assumption that impressions
of others are formed in terms of characteristics the perceiver feels
are important, and that these characteristics are considered important
because they relate to attitudes, needs, or problems of the perceiver.
Thus, the behavior of students and their ability or willingness to
profit from different instructional techniques will be based on the
perception of the relevance of teacher behaviors and instructional
techniques to their needs. The findings demonstrate that many of the
problems in schools may be attributed to the little effort being made
to bring together teachers who demonstrate specific behaviors and who
utilize specific instructional techniques with students who perceive
these behaviors and techniques as important.

